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Abstract 
As societies around the world continue to become more culturally diverse, it is 
important to understand how early childhood educators are working with culturally 
diverse children and families. Through the theoretical lens of self-authorship this 
multiple case study explored how five early childhood educators made meaning of their 
experiences with cultural diversity and how this related to their intercultural 
competence. Self-authorship provides a lens to examine meaning making across three 
interrelated dimensions. Self-authored individuals are able to evaluate knowledge and 
make informed judgements (epistemological dimension), work respectfully and 
effectively with diverse others (interpersonal dimension), and construct an internal sense 
of self (intrapersonal) (Baxter Magolda, 1998). These abilities have been described as 
foundational to the development of intercultural competence (King & Baxter Magolda, 
2005). 
While the significance of intercultural competence in educational contexts is well 
documented, few studies have focused on early childhood educators and none of these 
have drawn on self-authorship theory to explore meaning making. This study integrated 
the theory of self-authorship (Baxter Magolda, 1998) with Deardorff’s (2004) elements 
of intercultural competence to construct a new conceptual and analytical framework that 
allowed for detailed understandings of how early childhood educators’ make meaning of 
experiences with cultural diversity and how this related to their intercultural 
competence. 
The research design was informed by Stake’s (1995; 2006) constructivist approach 
to multiple case study. Data were collected through interviews, observations, and the 
collection of documents from five kindergarten services. Three research questions were 
explored through the lens of self-authorship:  
1. How do early childhood educators make meaning of personal experiences 
with cultural diversity and how does this relate to their intercultural 
competence? 
2. How do early childhood educators’ intercultural attitudes relate to their 
practice?   
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3. How do kindergarten contexts relate to early childhood educators’ 
development of intercultural competence? 
The research questions and design allowed for a more holistic assessment of 
intercultural competence, as data collection moved beyond the use of traditional self-
report measures, to include observations of the educators’ behaviour (Deardorff, 2015). 
The individual case studies presented within this thesis allowed each case to tell its 
unique story (Stake, 2006) through a detailed analysis of the educators’ self-authorship 
and elements of intercultural competence. Cross-case analysis then allowed for 
comparison of themes across the five cases and the generation of new understandings 
about early childhood educators’ intercultural competence. Key findings included:  
 The role of the epistemological dimension, specifically critical reflection, in 
intercultural meaning making. In particular, educators with evaluativist 
understandings appeared able to move beyond a subjectivist respect for 
others’ perspectives, to express a deeper desire to learn about the basis of 
others’ worldviews, and critically reflect on how one’s worldview can act as a 
lens through which experiences are interpreted. 
 The mismatch between educators’ discussion of their intercultural beliefs 
and attitudes, and the observations of their practice.  
 The interesting interactions between the kindergarten contexts, including the 
directors’ intercultural beliefs, service policy/philosophy documents, and the 
cultural demographics, and the educators’ intercultural competence.  
Overall, these findings highlighted the diverse ways in which early childhood 
educators make meaning of their experiences with cultural diversity and the importance 
of critical reflection and internal meaning making, as part of a self-authored identity, in 
relation to intercultural competence. The mismatch between educators’ beliefs and 
practices highlighted the need for pre-service and in-service professional learning that 
focuses on calibrating intercultural knowledge, beliefs, and practice. In spite of the 
mismatch between beliefs and practice, this thesis argues that promoting self-authorship 
is still important as it influences the development of educators’ interculturally competent 
beliefs and attitudes that lay the foundation for future calibration and enactment of 
interculturally competent practices. 
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Chapter 1: Introduction 
Australian children, like many children around the world, are growing up in an 
increasingly multicultural society. It is estimated that over two million Australians speak 
a language other than English at home, with over 260 different languages, including 50 
Indigenous languages spoken in the community (Department of Immigration and 
Citizenship, 2011). Over a quarter of Australia's population were born overseas, another 
fifth have at least one parent born overseas, and a further 2% of Australians come from 
Indigenous backgrounds (Australian Bureau of Statistics [ABS], 2012). This cultural 
diversity is reflected in the populations accessing our schools and early childhood 
services. In this current study, the term cultural diversity embraces multiple ways of being 
and a wide range of human diversity including ethnicity, language, gender, sexuality, 
family, spirituality, religion, family, ability, age, and class (Giungi & Mundine, 2010; 
MacNaughton, 2003). 
Almost 1.3 million of Australia’s culturally diverse children are accessing early 
childhood services (Department of Education, Employment and Workplace Relations 
[DEEWR], 2013a). This increasing number highlights the important role early 
childhood educators play in educating children about respect for cultural diversity 
during this critical period of development (Berthelsen & Karuppiah, 2011). The Early 
Years Learning Framework (DEEWR, 2009, p. 10) recognises the importance of 
cultural competence stating that “Educators who are culturally competent respect 
multiple cultural ways of knowing, seeing and living, celebrate the benefits of diversity 
and have an ability to understand and honour differences.” It is important to distinguish 
the difference between the term cultural competence used in the EYLF and the term 
intercultural competence used in this thesis. A cultural competence perspective implies the 
development of knowledge about another culture; however this understanding remains 
external to one’s own identity, and does not transform existing “practices, attitudes, 
beliefs, and worldview” (Liddicoat & Scarino, 2013, p. 29). Contrary to this, an 
intercultural competence perspective involves more than developing knowledge of other 
cultures. Intercultural competence involves engagement with an additional culture and 
the transformational understanding that one’s own and others’ beliefs and practices are 
shaped within a cultural context. Such an understanding can act to shift educators’ 
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assumptions and practices (Liddicoat, 2005; Liddicoat & Scarino, 2013). For this reason, 
this thesis argues that a social constructivist focus on educators’ intercultural 
competence is more meaningful than the cultural competence perspective. 
As such, this study explored early childhood educators’ intercultural competence 
using self-authorship as a theoretical framework. Self-authorship refers to the “ability to 
internally coordinate external influence in the process of defining one’s beliefs, identity, 
and social relations” (Baxter Magolda & King, 2012a, p. vii). The theory of self-
authorship provided a holistic lens to explore how early childhood educators made 
meaning of their experiences with cultural diversity and how this related their 
intercultural competence.  This introductory chapter consists of five sections. Section 
1.1 provides background information on early childhood education in Australia, 
intercultural competence and self-authorship, and makes a case for the significance of 
this study. Section 1.2 defines the research aims and specific research questions, 
followed by a brief description of the research design in Section 1.3. The significance of 
this study is overviewed in section 1.4. Section 1.5 concludes this chapter by providing 
an outline of the remainder of this study. 
1.1 BACKGROUND INFORMATION 
1.1.1 Early childhood education  
Early childhood education in Australia is in the midst of a crucial transformation. 
In 2008 the Council of Australian Governments (COAG) committed that by 2013, all 
children in the year before formal schooling would have universal access to high quality 
early childhood programs, delivered by university qualified early childhood teachers 
(DEEWR, 2012). The recent Review of the National Partnership Agreement on 
Universal Access to Early Childhood Education (Australian Government, 2014) 
reported that overall the universal access targets had been met. In Queensland, the 
proportion of children enrolled in a prior to school or kindergarten program for at least 
one hour per week has increased from 29% in 2009, to 100% in 2013 (p. 18). The 
National Partnership Agreement on Indigenous Early Childhood Development 
(NPIECD) established in 2009, aimed to improve outcomes and reduce the 
developmental gap for Indigenous children in their early years, contributing to the 
COAG Closing the Gap goals for Indigenous Australians (Standing Council on Schools 
Education and Early Childhood, 2012). The most recent data indicates that the 
Universal Access target of 95% attendance for Indigenous children has not been met; 
 Chapter 1: Introduction 3 
however in 2013, 85% of Indigenous four year olds were enrolled in before school 
programs (Australian Government, 2015). These commitments are part of the National 
Partnership Agreement on Early Childhood Education to which the Commonwealth 
has made a substantial and ongoing financial investment (Department of Education and 
Training, 2015). The overall increase in children accessing early childhood services 
means that greater cultural diversity is represented in these settings by virtue of the 
increasingly culturally diverse population; hence the need for early childhood educators 
to be interculturally competent. 
Implemented on 1 January 2012 by the Australian Children’s Education and Care 
Quality Authority (ACECQA), the National Quality Framework (NQF) for Early 
Childhood Education and Care has been a significant component of the 
Commonwealth’s commitment to the early childhood sector (ACECQA, 2011a). The 
NQF is considered important as it sets a national benchmark for a high standard of care 
and education for Australia’s young children (DEEWR, 2012). This reform aims to 
increase the quality and consistency of early childhood education and care across a range 
of early childhood services. In Australia, there are a multitude of early childhood 
education and care settings, with different names sometimes given to the same service 
type (i.e., Child care centre, Long day care centre, Early learning centre, Nursery, 
Kindergarten, or Crèche) to avoid confusion this study will use the term early childhood 
service, to include all service types unless otherwise stated. 
The National Quality Standard (NQS) have been developed as part of the NQF 
to set a benchmark for high quality early childhood education and care for Australian 
children (ACECQA, 2013). The NQS states “Each child’s current knowledge, ideas, 
culture, abilities and interests are the foundation of the program” (p. 28) and that 
“Inclusion involves taking into account all children’s social, cultural and linguistic 
diversity” (ACECQA, 2011b, p. 34). This suggests that respect for children’s diverse 
cultural backgrounds is of importance to the NQS. This study explored how such 
notions of cultural diversity in the NQS and NQF are being enacted by early childhood 
educators through their pedagogies, and through interactions with culturally diverse 
children and families.  
Participation in high quality early childhood education programs has been shown 
to have ongoing benefits for children’s social, behavioural and cognitive development, 
in particular for children from isolated and disadvantaged backgrounds (Sylva, Melhuish, 
Sammons, Siraj-Blatchford, & Taggart, 2004). Quality early childhood education has 
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also been found to be a vital instrument in reducing the negative developmental impacts 
of inequality and disadvantage, which can begin in early childhood (Heckman, 2000; 
Organisation for Economic Co-operation and Development, 2012; Sylva et al., 2004). 
The Growing up in Australia: Longitudinal Study of Australian Children (LSAC) 
launched in 2004, has revealed some preliminary findings regarding a positive 
relationship between child care factors and children’s receptive vocabulary (Harrison & 
McLeod, 2010). More recently,  Warren and Haisken-DeNew (2013) analysed the LSAC 
data to examine the impact of pre-school attendance for a sample of 2229 children who 
were aged 4 to 5 years in 2004 and in Year 3 in 2008. They found that the children who 
attended pre-school with an early childhood degree or diploma qualified educator had 
significantly higher average scores in their Year 3 NAPLAN (National Assessment 
Program – Literacy and Numeracy) results for numeracy, reading, and spelling. Their 
results confirmed the importance of high quality early childhood services for children’s 
cognitive development. Wise and Sanson (2000, p. 1) argue that research around the 
question, “Is child care good or bad?” is inadequate, and research should instead focus 
on the factors that increase the quality of early childhood education and care. An 
inclusive and supportive learning environment can been seen as a critical aspect of such 
quality in an early childhood service (ACECQA, 2011b). This current study is of 
significance as it explored how early childhood educators’ intercultural competence 
contributes to a supportive and culturally inclusive learning environment for young 
children. 
Early childhood educators in culturally diverse societies play an important role in 
encouraging young children to view cultural diversity in a positive light before prejudice 
and negative attitudes can become established (Dau, 2001; Levy & Killen, 2008; 
Quintana & McKown, 2008).  Internationally there have been three significant 
longitudinal studies that have shown that early childhood educators are a critical 
determinant of quality in early childhood services. The studies include The Effective 
Provision of Preschool Education (EPPE) in the United Kingdom (Sylva et al., 2004), 
the National Institute of Child Health and Human Development Study (NICHD) of 
Early Child Care in the United States of America (National Institute of Child Health and 
Human Development, 2006), and the Competent Children study from New Zealand 
(Wylie, 2001) . The EPPE study found that effective early childhood educators 
demonstrated a solid knowledge and understanding of the curriculum, allowing them to 
draw on relevant content to meet the needs of the diverse children in their care (Sylva et 
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al., 2004; Sylva et al., 2007). This suggests that educators need to critically reflect on 
policy and curriculum content to ensure their practices are meeting the needs of 
culturally diverse children. 
Early childhood curriculum, implemented in the years before formal schooling, 
can reinforce positive outcomes for children’s learning and development (Bertrand, 
2007; Organisation for Economic Co-operation and Development, [OECD], 2012). The 
Early Years Learning Framework (EYLF) (DEEWR, 2009) and the Queensland 
Kindergarten Learning Guidelines (QKLG) (Queensland Studies Authority, 2010) are 
the Queensland curriculum documents that underpin the universal access initiative and 
are both key components of the Australian Government’s National Quality Framework 
for early childhood education and care (DEEWR, 2011). The EYLF promotes a vision 
for the future “where all Australians, whatever their origins are truly equal partners, with 
equal opportunities and with an equal stake in shaping the next chapter in the history of 
Australia” (DEEWR, 2009, p. 3). As can be seen from this statement, respect for 
cultural diversity is considered central to the future directions of early childhood 
education in Australia. The QKLG builds on the principles and outcomes of the EYLF 
to support early childhood educators working with children in the year prior to formal 
schooling in kindergarten settings. This thesis is underpinned by the principles of equity, 
inclusion and diversity, as it explores the challenging responsibility early childhood 
educators face, in supporting the development of positive attitudes and respect for 
diversity in Australia’s youngest citizens. 
1.1.2 The role of early childhood educators 
The role of early childhood educators working in our culturally diverse society can 
be seen as complex, multifaceted and evolving. This study uses the term early childhood 
educator to refer to anyone working directly with children in an early childhood service. 
In the past, the term child care worker was used to describe workers in this profession. 
The NQF and ACECQA now advocate for the use of the term early childhood 
educator, reflecting a focus on care and education combined, which contributes to the 
professionalism of the ECEC workforce. A qualified and professional workforce is 
considered vital in the implementation of quality early childhood education and care 
(DEEWR, 2013b; OECD, 2012). 
 In Australia early childhood educators have a diverse range of educational 
backgrounds and qualifications. The Australian Government Productivity Commission 
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(2010) revealed that almost two thirds (63.4%) of staff working in Government 
approved early childhood services  had obtained formal qualifications. The majority 
(21.8%) of unqualified staff had less than three years of experience in early childhood 
services. Of the qualified early childhood educators relatively equal numbers had 
obtained Certificates of Children’s Services (42.1%) and Diploma or Advanced 
Diplomas (41.8%), the remaining educators (16.2%) had Bachelor degrees or above. 
The NQF is committed to improving qualifications in the early childhood sector. From 
2014 all early childhood services were required to employ at least one Bachelor qualified 
early childhood teacher. Half of the educators required to meet new educator to child 
ratios, will need to have obtained (or be studying) an approved diploma level early 
childhood qualification or above.  The remaining educators will all be required to have 
obtained (or be studying) an approved certificate III level early childhood qualification 
(ACECQA, 2012). The participants in this current study were from diverse educational 
and experiential backgrounds. The EYLF aims for all educators regardless of their 
qualifications, to engage in critical thinking, reflection and inquiry in their daily practice 
(DEEWR, 2010). Critical reflection about issues related to equity and power can help 
educator achieve the goals of intercultural education (M. Miller & Petriwskyj, 2013). 
In conjunction with improving qualifications, the NQF is also committed to 
ensuring that all educators act in respectful and ethical ways, by following professional 
standards to guide practice, interactions and relationships (Element 4.2.1, ACECQA, 
2011b).  The Early Childhood Australia (ECA) Code of Ethics aims to assist educators 
in making respectful and ethical decisions regarding the many complex issues that occur 
in the Early Childhood Education and Care (ECEC) workplace. The ECA Code of 
Ethics acts as a reflective tool to inform professional practice and decision making 
(ECA, 2010). Article 1.9 of the ECA Code of Ethics is of particular interest to this study 
as it states educators will “Acknowledge the holistic nature of children’s learning and the 
significance of children’s cultural and linguistic identities” (ECA, 2010, p. 2).  Interacting 
in a culturally respectful and ethical manner is advocated by key professional and policy 
documents, such as the previously discussed NQS, EYLF, and ECA Code of Ethics.  
This study explored how early childhood educators enact pedagogy with culturally 
diverse children in a context where children’s cultural and linguistic identities are valued 
in key professional and policy documents.  
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1.1.3 Intercultural competence 
As mentioned previously, this study refers to the term intercultural competence to 
encompass the ongoing transformative process of being able to interact constructively 
and respectfully with people from culturally diverse backgrounds. Scholars in the 
intercultural field have detailed a diversity of conceptualisations and definitions of 
intercultural competence (Spitzberg & Changnon, 2009). In order to establish a clearer 
definition of the concept and reach consensus about the components of intercultural 
competence, Deardorff (2004a) conducted a Delphi study with 35 intercultural experts; 
24 university administrators and 21 internationally known scholars in the field. The 
study established consensus amongst the intercultural experts about 22 elements of 
intercultural competence (Appendix B). The elements ranked in the top three were: 
“Understanding others’ worldviews; Cultural self-awareness and capacity for self-
assessment; and Adaptability and adjustment to new cultural environment” (Deardorff, 
2006, p. 249). Deardorff’s (2004a) 22 elements of intercultural competence informed the 
conceptual framework presented in Section 3.4 of this thesis. Deardorff’s (2004a) 
conceptualisation and elements were chosen as they provide research-based indicators 
of intercultural competence. The definition of intercultural competence which the 
selected scholars found the most applicable was “The ability to communicate effectively 
and appropriately in intercultural situations based on one’s intercultural knowledge, 
skills, and attitudes” (Deardorff, 2006, p. 247).  
The EYLF details similar characteristics of culturally competent educators 
including an awareness of one’s own identity and world view, a positive attitude towards 
cultural differences, an increasing knowledge of different cultural beliefs and practices, 
and a developing skill set to enable effective communication across cultures (DEEWR, 
2009). The terminology and definition of cultural competence used in the EYLF differs 
from the intercultural perspective as it does not allow for the transformational 
understanding that one’s own and others’ beliefs and practices are shaped within a 
cultural context (Liddicoat, 2005; Liddicoat & Scarino, 2013). As such, this study draws 
on the work of Deardorff (2004a, 2011) to define intercultural competence from a social 
constructivist perspective as: A transformative, lifelong journey of increasing awareness, 
understanding, and knowledge of one’s own and others’ cultural worldviews to enable 
respectful attitudes and effective communication in intercultural situations and contexts. 
This social constructivist perspective draws on Vygotsky’s socio-cultural theory to 
emphasise the active co-construction of knowledge and the central role of the social 
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context in human development (Garcia, Pearson, Taylor, Bauer, & Stahl, 2011). Social 
constructivism rejects the notion of knowledge as something waiting to be discovered, 
and views knowledge as the social construction of multiple interpretations of reality 
(Mertens, 2010; Schwandt, 2000). The social constructivist perspective offers a holistic 
framework, as the construction of knowledge is not only dependent on social 
interactions but also on individuals’ “attitudes, emotions, values, and actions” (Beck & 
Kosnik, 2006, p. 13) The social constructivist perspective is well suited to this current 
study as the theory of self-authorship (Baxter Magolda, 2004b) also offers a holistic 
perspective to investigate how educators’ beliefs about knowledge, social relationships, 
and their identity are related to the way they make meaning of experiences with cultural 
diversity. 
Intercultural competence can be seen as a complex and multifaceted construct 
that requires educators to possess more than a simple awareness of cultural difference 
and a set of multicultural skills (Deardorff, 2004b; King & Baxter Magolda, 2005). It has 
been suggested that before educators can effectively teach children to respect diversity, 
they must first understand their own attitudes, pedagogical beliefs and behaviours 
around cultural diversity (Carter & Goodwin, 1994; Gonzalez-Mena, 2005). The ability 
to reflect on one’s own beliefs, attitudes and behaviours surrounding cultural diversity is 
deemed central to the journey of becoming interculturally competent (Garmon, 2004; 
Liang & Zhang, 2009; Valentin, 2006). Engaging in reflection on beliefs, philosophies 
and practices as part of professional practice, allows individuals to see themselves as 
lifelong learners, and experience a sense of agency within their professions (Mezirow, 
2006; Ryan, 2012). Reflection can operate at several levels; initially reflection involves 
making meaning of experiences in regards to one’s self, others, and the context. 
Reflection then moves to a deeper, more critical level where individuals respond to 
experiences by “reimagining future experiences” and considering how to respond (Ryan, 
2012, p. 145).  Reflection on sources of knowledge, one’s self, and interactions with 
others, can be seen to parallel the developmental process of self-authorship, which is the 
theoretical framework for this study. 
1.1.4 Self-authorship 
Self-authorship can be defined as the capacity to “collect, interpret, and analyse 
information and reflect on one’s own beliefs in order to form judgments” (Baxter 
Magolda, 1998, p. 143). The process of self-authorship implies a holistic view of the 
meaning making journey whereby individuals move from an external to an internal self-
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definition (Baxter Magolda, 2001; Meszaros, 2007). This process requires critical self-
reflection at three levels; epistemological (How do I know?), intrapersonal (Who am I?), 
and interpersonal (How do I want to build relationships with others?) (Baxter Magolda, 
2008b). Becoming self-authoring involves three interrelated elements; “trusting the 
internal voice, building an internal foundation, and securing internal commitments” 
(Baxter Magolda, 2008b, p. 269).  The developmental theory of self-authorship has 
evolved over the past 20 years. Self-authorship was first articulated by Kegan (1994) as a 
foundation required for adults to meet the demands of Western society. Baxter 
Magolda’s 21 year longitudinal study of college students from the age of 18 to 39 
extended on Kegan’s theory (Baxter Magolda, 2001).  
Self-authorship differs from self-agency or self-efficacy, as it is not about 
behaviour or self-confidence, but rather the cognitive process individuals use to make 
meaning of personal experience (Creamer & Laughlin, 2005). The theory of self-
authorship aligns well with investigating intercultural competence. Being interculturally 
competent requires individuals to reflect on multiple world views and cultural 
perspectives (cognitive/epistemological); be aware of their relationships with diverse 
others and to hold an appreciation or understanding of human diversity (interpersonal) 
and reflect on their own sense of cultural identity and understanding of difference 
(intrapersonal) (Deardorff, 2004a; King & Baxter Magolda, 2005).   
Drawing on the theory of self-authorship, King and Baxter Magolda (2005) 
proposed a developmental Intercultural Maturity Model (IMM) which constituted a 
multidimensional framework linking the three self-authorship dimensions with the 
development of intercultural maturity in college students. The framework draws on 
Kegan’s (1994) model of lifespan development and integrates existing intercultural 
research (King & Baxter Magolda, 2005). The model illustrates a developmental 
trajectory detailing how intercultural development unfolds across the three dimensions 
(cognitive, intrapersonal, and interpersonal). The conceptual framework presented in 
this thesis integrated the theory of self-authorship with Deardorff’s elements of 
intercultural to investigate intercultural competence from a social constructivist 
perspective. In contrast to the cognitive-developmental perspective that underpins King 
and Baxter Magolda’s (2005) IMM, the integrated conceptual structure allowed for 
detailed understanding of educators’ intercultural meaning making structures, rather 
than their stage of development along an intercultural trajectory.  
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The theory of self-authorship was chosen as a theoretical framework for this 
current study, as it provides a holistic lens to explore how early childhood educators 
make meaning of their experiences with cultural diversity and how this relates to their 
intercultural competence.  King and Baxter Magolda (2005) note the difficulty in 
reaching intercultural maturity or competency, stating that individuals “require not just 
knowing more facts or having more awareness, but a genuine maturity, an individual 
transformation that enables students to apply their knowledge and skills in a variety of 
contexts” (p. 586). King and Baxter Magolda (2005) claimed that developing 
intercultural maturity requires the foundational capacities of self-authorship. This study 
will be the first to investigate King and Magolda’s claim with early childhood educators, 
by drawing on the theory on self-authorship and Deardorff’s (2004a) elements of 
intercultural competence to unpack the interconnected relationship between self-
authorship and intercultural competence. The findings of this study have contributed 
significant new knowledge to research regarding early childhood educators’ intercultural 
competence, self-authorship, and educators’ experiences with cultural diversity in 
kindergarten settings in Australia.  
1.2 RESEARCH AIMS AND RESEARCH QUESTIONS 
1.2.1 Research aim 
The overall aim of this thesis was to explore how educators make meaning of 
their experiences with cultural diversity and how this relates to their intercultural 
competence. The theoretical framework of self-authorship was used to unpack meaning 
making across three interconnected dimensions: epistemological, interpersonal, and 
intrapersonal.  
1.2.2 Research questions 
The research questions that guided this study were: 
1. How do early childhood educators make meaning of personal experiences 
with cultural diversity and how does this relate to their intercultural 
competence? 
2. How do early childhood educators’ intercultural attitudes relate to their 
practice?   
3. How do kindergarten contexts relate to early childhood educators’ 
development of intercultural competence? 
 Chapter 1: Introduction 11 
1.3 RESEARCH DESIGN  
This qualitative research study used a multiple case study design to investigate the 
research questions across five different early childhood services. Early childhood 
educators working as kindergarten teachers were the key informants in this study. 
According to Stake (2005), investigating multiple cases can create a stronger case study, 
as it allows for deeper understanding of phenomenon, and the potential to theorise 
about a larger collection of cases. This study acknowledges that understanding is socially 
constructed and draws on a constructivist worldview (Crotty, 2003) to explore the 
individual process of meaning making in early childhood educators. Data were collected 
through several methods frequently used in case study research including interviews, 
observations, and document analysis (Simons, 2009; Stake, 1995).  
Individual interviews were conducted with early childhood educators working as 
kindergarten teachers in Queensland Government approved kindergarten programs 
across five early childhood services. Individual interviews explored early childhood 
educators’ development of self-authorship and intercultural competence. Semi 
structured interviews are a common way of assessing meaning making and self-
authorship (Baxter Magolda & King, 2007). Individual interviews were also conducted 
with the centre directors to understand contextual factors surrounding each case. All 
interviews were audio recorded and transcribed verbatim. 
Observations of the early childhood educators’ daily practice were recorded using 
field notes over a period of three weeks. Observations were then triangulated through 
brief stimulated recall interviews with the early childhood educators. Document analysis 
provided a third source of data across the five cases. Document analysis can create a 
rich source of data relating to the activities surrounding the case (Olson, 2010). The 
documents that were collected included centre policies, documentation of children’s 
learning, and centre/educator philosophies. These documents were analysed using a 
theoretical thematic analysis, informed by Braun and Clarke (2006). Full details of the 
research design are discussed in Chapter 3. 
1.4 SIGNIFICANCE OF THIS STUDY 
The overall significance of this multiple case study is the contribution it makes to 
knowledge about practicing early childhood educators’ intercultural competence. As 
outlined in Chapter 2, a significant gap exists in the literature about early childhood 
educators’ intercultural competence. The integration of the theory of self-authorship 
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with Deardorff’s (2004a) elements of intercultural competence created a new conceptual 
and analytical framework that allowed for detailed understandings of how early 
childhood educators make meaning of experiences with cultural diversity and how this 
relates to their intercultural competence. The significance of the integrated framework 
was twofold. First, it provided a new way of theorising meaning making in intercultural 
contexts. Additionally, it acted as an analytical tool to analyse the interview and 
observational data. Through the use of multiple case study design this thesis has 
contributed significant methodological understandings about how a combination of 
interviews, observations, and document analysis can be used to explore intercultural 
competence in a classroom setting.  
1.5  CHAPTER SUMMARY 
The aim of this thesis was to investigate how early childhood educators make 
meaning of experiences with cultural diversity through the theoretical lens of self-
authorship, and to examine how their intercultural meaning making relates to 
intercultural competence. This chapter provided background information pertaining to 
this thesis and highlighted the important role that interculturally competent early 
childhood educators play in promoting respect for cultural diversity and increasing the 
positive outcomes for vulnerable children. This chapter has also overviewed the aims, 
research questions, research design, and the significance of this study. 
Chapter 2 presents a review of the intercultural literature by critically examining 
research and theory regarding intercultural competence. Research and theory related to 
self-authorship is then reviewed in Chapter 3. This is followed by the conceptual 
framework that integrates the theories of intercultural and self-authorship within a social 
constructivist frame. Chapter 4 details the multiple case study research design – the 
constructivist paradigm, multiple case study design, and conceptual structure. The 
research methods are then detailed including the case and participant selection, data 
collection methods, timeline, data analysis, and ethical considerations. Chapter 5 
presents the case by case analysis of the data from each of the five cases. The data in the 
chapter is presented in five individual case studies. Chapter 6 focuses on the cross-case 
analysis and discussion of the findings. Chapter 7 then outlines the contributions and 
implications arising from the findings presented in Chapter 6, before discussing the 
limitations and highlighting directions for further research the limitations and 
highlighting directions for further research. 
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Chapter 2: Intercultural Competence: 
Policy, Literature & Theory 
2.1 INTRODUCTION 
 “Australia has always been a multicultural continent. At least 350 nations of 
Indigenous Australians have lived here, since the beginning” 
(Townsend-Cross, 2004, p. 2). 
The above quote from Indigenous Australian researcher Marcelle Townsend-
Cross highlights the cultural diversity within Indigenous Australian cultures and opens 
an ongoing conversation about diversity and social justice in Australian early childhood 
education (Giungi & Mundine, 2010; Townsend-Cross, 2004). Across the world, early 
childhood educators and researchers have engaged with the ideas of diversity and 
difference, to promote social justice and equity in society (Giungi & Mundine, 2010). 
Early childhood education plays an essential role in educating children about respect for 
diversity, and creating a society that is “cohesive and culturally diverse, and that values 
Australia’s Indigenous cultures” (The Ministerial Council on Education Employment 
Training and Youth AffairS [MYCEETA], 2008, p. 4).  
One of the key goals of our national curriculum is to foster active citizenship and 
an appreciation of Australia’s diverse society. Educators are strongly encouraged 
therefore to challenge negative views of diversity at its roots in early childhood, by 
promoting inclusive behaviours, showing respect for diversity, and becoming 
interculturally competent members of society (Aboud et al., 2012; Australian Curriculum 
Assessment and Reporting Authority, [ACARA], 2012; DEEWR, 2009; Glover, 2001). 
The pioneering work of  Derman-Sparks (1989) in the United States and Elizabeth Dau 
(2001) in Australia, has led the way by addressing issues regarding cultural diversity 
through an anti-bias approach to early childhood education. The goals of the anti-bias 
approach include respect for diversity, a positive self-identity, the ability to critically 
evaluate information, and the confidence to reduce discrimination and inequities; 
although these goals are oriented towards children, they also align with the process of 
becoming interculturally competent, and are integral to the professional practice of early 
childhood educators (Dau, 2001; Deardorff, 2004a; ECA, 2010).  
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This chapter presents a review of literature and policy relevant to the study of 
early childhood educators’ intercultural competence. Section 2.2 reviews the policy and 
literature related to the broader topic of cultural diversity in educational contexts, and 
then focuses on early childhood educators’ responsibility in promoting respect for 
cultural diversity, and becoming interculturally competent. A gap in the literature is 
identified regarding research related to practising early childhood educators’ intercultural 
competence. Section 2.3 then examines the concept of intercultural competence by 
providing a brief history of the concept, reviewing its many conceptualisations, and 
through discussion of the role of reflection.  
2.2 CULTURAL DIVERSITY & EDUCATION 
The Australian Government’s multicultural policy, The People of Australia, 
celebrates and values cultural, linguistic and religious diversity and acknowledges the 
cultural and social benefits of diversity (Australian Multicultural Advisory Council, 
2011). Multiculturalism is reflected in our schools and early childhood services, and 
students’ diverse cultural, linguistic and religious backgrounds can present both 
opportunities and challenges for educators and school systems (Burridge, 2009; 
Mansouri, Jenkins, Leach, & Walsh, 2009). Schools can play a critical role in promoting 
respect for diversity, as educators encourage inclusive attitudes and raise awareness of 
the benefits of diversity in our society (Lekakis in Mansouri et al., 2009). Australia’s 
commitment to a multicultural nation is increasingly espoused in education policies as 
our population continues to diversify. The Australian national curriculum, in line with 
The Melbourne Declaration on Educational Goals for Young Australians (MYCEETYA, 2008), 
states that one of the key goals of education is to promote active citizenship, by acting 
with moral and ethical integrity and appreciating Australia’s social, cultural, linguistic and 
religious diversity (ACARA, 2012). Further, “Intercultural Understanding” is listed as 
one of the seven General Capabilities identified in the national curriculum (ACARA, 
2015). According to version 8 of the Australian curriculum, “Intercultural understanding 
combines personal, interpersonal and social knowledge and skills. It involves students 
learning to value and view critically their own cultural perspectives and practices and 
those of others through their interactions with people, texts and contexts across the 
curriculum.” (ACARA, 2015). This national mandate is significant as it places an 
increased onus on educators to address intercultural understanding in their practice and 
in centre policies. 
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2.2.1 Cultural diversity in early childhood education 
Respect for cultural diversity is recognised internationally and nationally as a key 
principle of professional practice in early childhood education, as international early 
childhood curriculum and guidelines emphasise the importance of respect for diversity 
and the need for culturally competent educators (Australia, DEEWR, 2009; New 
Zealand, Ministry of Education, 1996; United States, National Association for the 
Education of Young Children, 2009). The United Nations (UN) Convention on the 
Rights of the Child states that all children should have the right to develop in a context 
where there is respect for diversity and equity, regardless of race, colour, sex, language, 
religion, ethnicity, disability or any  other status (Article 2, Convention on the Rights of 
the Child, United Nations, 1989). The OECD affirms that the societal interests of 
children’s rights, and respect for diversity should be reflected across all early childhood 
services (OECD, 2006).  
Early childhood services in culturally diverse countries, such as Australia, face a 
continuing challenge in increasing respect for cultural diversity and addressing prejudice. 
Prejudice relates to preconceived negative judgements directed at others due to their 
ethnicity (Aboud et al., 2012). Children as young as 4 years old have been found to make 
negative judgements about physical characteristics, with darker-skinned children 
experiencing earlier and more frequent racist comments (Harper & Bonanno, 1993). 
More recent studies have indicated that negative attitudes and prejudice can begin in 
early childhood between 3 and 6 years of age (Aboud & Amato, 2001; Raabe & 
Beelmann, 2011).  
Discrimination and social exclusion can occur when children engage in unfair and 
prejudicial behaviours due to characteristics, such as gender, socially constructed race, or 
ethnicity (Killen, Rutland, & Ruck, 2011; Killen & Smetana, 2010). It is suggested that 
for interventions to be effective they must start in early childhood, before prejudice and 
negative attitudes are well established in adulthood (Dau, 2001; Levy & Killen, 2008; 
Quintana & McKown, 2008). Portera (2014) highlighted the important role that 
educators play in determining whether children become intolerant or respectful of 
cultural diversity. Understanding that the actions of others are due to beliefs or cultural 
contexts that are different from one’s own, allows children to judge diverse others and 
their actions in a more positive light, enabling respect for difference (Wainryb & Ford, 
1998; Wainryb, Shaw, Langley, Cottam, & Lewis, 2004). This positive view of difference 
and respect for diversity may promote outcomes such as empathy, tolerance, and 
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respect for cultural values of others (Killen & Smetana, 2010; Malti, Killen, & Gasser, 
2012).  
In order for people from diverse cultures to live in harmony, it is argued that 
adults and children need to possess a fundamental respect for diversity. UNICEF’s 
(2012) The State of the World’s Children paper, states that multicultural societies can 
create opportunities for children to embrace and respect diversity through the use of 
public spaces for cultural exhibitions, celebrations, festivals and parades. Although these 
cultural events can enrich children’s understanding about cultural diversity, when 
presented in isolation they can be seen as cultural tokenism. Tokenism occurs when 
respect for cultural diversity is not embedded in daily practice, but presented out of 
context, or as a one-off event, which can reinforce children’s existing negative cultural 
stereotypes (Glover, 2001; Kennedy, 2010; MacNaughton, 2000). Killen and Smetana 
(2010) suggested that children can be encouraged to respect diversity through 
opportunities for interactions with others from different backgrounds. However, 
Ramsey and Myers (1990) argued that children’s cultural awareness needs to extend 
beyond their own personal experiences. Children are aware of racial difference such as 
skin and hair colour, and variations in behaviours and cultural norms from a young age. 
These observable differences can be the basis for negative views towards diversity. 
However, educators can discuss these differences with children in a positive manner, 
fostering understanding and respect for cultural diversity (Aboud et al., 2012; Bernstein, 
Zimmerman, Werner-Wilson, & Vosburg, 2000; Dau, 2001; Derman-Sparks & Ramsey, 
2005; H. Han & Thomas, 2010). The review of the literature in this section has 
highlighted the critical importance of early childhood educators’ intercultural 
competence.  
2.2.2 The Early Years Learning Framework: Belonging, being, and becoming 
The Early Years Learning Framework (EYLF) is structured around the 
philosophy of Belonging, Being, and Becoming (DEEWR, 2009). The framework 
acknowledges that all children bring cultural ways of belonging, being, and becoming to 
their early childhood settings, and when educators build on these experiences they 
support children to feel secure, confident and included (DEEWR, 2009). For Aboriginal 
and Torres Strait Islander Australians, the concepts of being, belonging, and becoming 
are not new, as these concepts are central to Aboriginal and Torres Strait Islander 
identities (DEEWR, 2010; Dudgeon, Wright, Paradies, Garvey, & Walker, 2010).  Early 
childhood educators play an important role in ensuring all children experience a sense of 
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belonging, being, and becoming, in both their early childhood service, and home 
environment.  
Children experience belonging when they know where and with whom they belong; 
to a family, a culture, and a community. Developing relationships within these groups 
allows children to develop their cultural identity and shapes who they can become 
(DEEWR, 2009). A sense of belonging in the community and educational environments 
has been linked to wellbeing and positive identity development (Fettes & Judson, 2011). 
Sumsion and Wong (2011) analysed the use of the term belonging in the EYLF and 
discussed the multiple and interconnected dimensions in which the term is used. The 
attention to belonging created possibilities for cultural alternatives to the dominant 
Western discourse, as educators begin to explore how individuals find their sense of 
place within the world (Mee, 2009; Sumsion & Wong, 2011). Cultural alternatives are 
substantiated in the EYLF through explicit statements of respect for Aboriginal and 
Torres Strait Islander knowledge, beliefs and values; and respect for multiple ways of 
knowing, seeing and living (DEEWR, 2009). However, M. Miller and Petriwskyj (2013) 
identified a gap in the Indigenous perspectives articulated in the EYLF through “the 
absence of Aboriginal and Torres Strait Islander terms and knowledge frameworks” (p. 
258). When early childhood educators foster children’s sense of belonging they are 
helping children to discover a sense of their being and who they can become. 
The notion of being relates to the significance of the here and now in young 
children’s lives. Being is about recognising that the early years are not just preparation 
for the future, but a celebration of the present; the relationships, the challenges, and the 
achievements in everyday life (DEEWR, 2009). Grajczonek (2012) explored the 
construct of spirituality in the EYLF, detailing the delicate role early childhood 
educators play in being respectful of young children’s own beliefs and values, while also 
being authentic to their own values and beliefs. Educators help children feel a sense of 
being, and significance in their world, by respecting and promoting children’s social, 
spiritual, and cultural heritage (DEEWR, 2010; Grajczonek, 2012). 
In the EYLF becoming reflects an ongoing process as children develop their own 
identities, knowledge, understandings, skills, and relationships. The philosophy of 
becoming embraces children’s individuality and empowers them to become active 
citizens in society (Children's Services Central, 2010; DEEWR, 2009). The EYLF 
supports the Melbourne Declaration on Education Goals for Young Australians to 
ensure all children become; “successful learners, confident and creative individuals, and 
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active and informed citizens” (MCEETYA, 2008, p. 7). Becoming considers children’s 
increasing understanding of their rights and responsibilities, respect for diversity, and 
equity and fairness in their daily interactions (Millei & Sumsion, 2011). Supporting 
young children’s sense of belonging and being, are vital responsibilities of interculturally 
competent early childhood educators, as they encourage children to become respectful 
and ethical citizens in our society.  
2.2.3 Early childhood educators’ intercultural competence 
As was discussed in Chapter 1, the EYLF uses the term cultural competence to 
define educators who “respect multiple cultural ways of knowing, seeing and living, 
celebrate the benefits of diversity and have an ability to understand and honour 
differences.” (DEEWR, 2009, p 16).  The EYLF’s perspective on cultural competence 
differs to the concept of intercultural competence which is defined in this thesis as: A 
transformative, lifelong journey of increasing awareness, understanding, and knowledge 
of one’s own and others’ cultural worldviews to enable respectful attitudes and effective 
communication in intercultural situations and contexts. Although there are some 
similarities in these definitions and the terms are, on occasions, used interchangeably, it 
is important to appreciate the differences between these two perspectives.  M. Miller 
and Petriwskyj (2013) contend that the EYLF’s cultural competence framework and 
traditional one-off cultural competency workshops, both tend to focus on individual 
competencies, which may leave educators ill-prepared to engage in difficult and critical 
conversations about cultural identity and institutional racism. This thesis argues, through 
a social constructivist perspective, that a focus on intercultural competence can enable 
educators to develop transformational understandings about how one’s own and others’ 
beliefs and practices are shaped within a cultural context. These transformational 
understandings can then act to shift educators’ assumptions and practices (Liddicoat, 
2005; Liddicoat & Scarino, 2013), to ultimately improve the outcomes for the culturally 
diverse children that they teach.  
Given the significance of the intercultural perspective, a critical review of early 
childhood literature revealed a considerable gap relating to early childhood educators’ 
intercultural competence. A recent database search via EBSCOhost (Selected databases: 
PsycINFO, Academic Search Elite, eBook Collection, Education Source, and ERIC) for 
the terms ‘early childhood’ and ‘intercultural competen*’, with no additional parameters, 
yielded only three results (See Appendix A). Of these three results, only one article was 
based on empirical research (Magos & Simopoulos, 2009); however this article was not 
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from the early childhood field and examined the intercultural competence of educators 
who teach Greek as a second language to adult immigrants. Second language education 
has been the focus of much of the intercultural competence literature (e.g., Byram, 2008; 
Liddicoat & Scarino, 2013; Moeller & Osborn, 2014; Sercu, 2006) with attention given 
to the link between language and culture (Moeller & Nugent, 2014). The other two 
results were an opinion paper (Supon, 1999) and an article in a professional magazine 
(Slapac & Kim, 2014) and were not considered in this review. Due to the lack of 
intercultural competence research in the early childhood field, the search terms were 
widened to explore early childhood research related to: cultural identity, culturally 
relevant pedagogy, and educators’ beliefs about diversity. These topics were chosen to 
provide an overview of current approaches to researching the work of early childhood 
educators in culturally diverse settings. This body of literature serves to frame this 
current study and highlight the holistic perspective that intercultural competence 
research can offer.  
2.2.4 Cultural identity research  
This section explores research in two strands of separate yet related research: the 
development of children’s cultural identities and the development and influence of early 
childhood educators’ cultural identities on children. The concept of a cultural identity 
refers to socially constructed understandings of the aspects of one’s identity that are 
shared by members of a culture (United Nations Educational Scientific and Cultural 
Organization, [UNESCO], 2013). Research has indicated that children’s positive cultural 
identities can improve mental health outcomes in early childhood, creating a foundation 
for ongoing positive health, social and educational outcomes (Baxter, Hayes, & Priest, 
2012; Marks, Patton, & Garcia Coll, 2010; Shonkoff & Phillips, 2000). Early childhood 
educators, who respect multiple ways of knowing, can build on children’s diverse and 
individual strengths, to create opportunities for all children to experience educational 
success, and develop positive identities (Arnold & Doctoroff, 2003; Lin, Lake, & Rice, 
2008). The development of a strong cultural identity is vital in the early years of life, and 
underpins the professional work of early childhood educators as discussed through 
principles, practices, and learning outcomes of the Early Years Learning Framework  
(DEEWR, 2009). 
The development of a positive cultural identity, and a sense of belonging to family 
and cultural groups, is inextricably linked to the development of a child’s first language 
(W. Han & Huang, 2010; Rydland & Aukrust, 2008). Recent data from the Australian 
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Early Development Index (AEDI) (Australian Government, 2013) indicated that 
children who are proficient in English and have a first language other than English, are 
less likely to be developmentally vulnerable compared to all other Australian children. 
This highlights the benefits of promoting bilingualism, which has been well documented 
in a growing body of research relating to various academic outcomes (Golash-Boza, 
2005; Han, 2012), higher self-esteem and ambition (Jones Díaz, 2011; Portes & Hao, 
2002), positive emotional and behavioural outcomes (W. Han & Huang, 2010), and 
stronger connections to family (Portes & Hao, 2002; Tseng & Fuligni, 2000). Early 
childhood educators who support the linguistic and cultural knowledge, skills, and 
resources of children, their families, can appreciate the contribution that multilingual 
children can make to society and the global community (Cummins, 2000; Robinson & 
Jones Diaz, 2006). Gaining an understanding of the significance of children’s cultural 
identities is one step early childhood educators can take in becoming intercultural 
competent.  
To effectively value differences and become interculturally competent, early 
childhood educators must realise that “their own upbringing is but one of many” 
(Kiriakou, 2001, p. 141). This realisation allows educators to respect and accept family 
and cultural diversity. According to Okayama, Furuto, and Edmondson 
(2001),“Awareness, the valuing of all cultures, and a willingness to make changes are 
underlying attitudes that support everything that can be taught or learned” (p. 97). Early 
childhood educators play an important role in assisting young children to develop 
positive cultural identities. However, educators also need to examine their own cultural 
identity and appreciate how it can influence their pedagogy and beliefs about children’s 
learning and development (H. Han, West-Olatunji, & Thomas, 2011; Villegas & Lucas, 
2002b). Campinha-Bacote (2002) argues that culturally competent individuals need to 
become aware of their own identity, including hidden biases and prejudices towards 
other cultural groups. 
In their study with 26 pre-service early childhood educators K. J. Miller and Fuller 
(2006) explored how a Cultural Self-Analysis (CSA) project impacted students’ cultural 
understanding. They found that when early childhood pre-service educators reflected on 
their own cultural identity through the CSA project, they were able understand how 
culture impacts identity formation. The pre-service educators in this study reported a 
greater respect for diversity and stated they were better prepared to understand families 
from diverse backgrounds. Nieto (1999) acknowledged a similar sentiment stating that 
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“by reconnecting with their own backgrounds, and with the sufferings as well as the 
triumphs of their own families, teachers can lay the groundwork for students to reclaim 
their histories and voices” (p. 3). Sue and Sue (2012) have contended that members of 
the dominant culture often find it a challenging task to reflect on and discuss their own 
cultural identity, as it is something that is engrained in everyday life. Understanding the 
development of cultural identity, as part of intercultural competence, is of significance 
to this study as according to Cushner (2015), approximately 90% of Australian teachers 
are monolingual, Anglo-Celtic Australians. Further, early childhood education in 
Australia is characterised by the dominant Anglo-Australian discourse and norms that 
define the profession (Wise & Sanson, 2000).  
The development of early childhood educators’ cultural identities was further 
explored in a recent study by H. Han et al. (2011) through the use of White racial 
identity development theory. This theory is borrowed from the discipline of counselling 
and relates to the perception that one’s identity is shaped by their shared racial heritage 
with a particular group (Helms, 1990). White identity development theory involves six 
distinct statuses as proposed by Helms; contact, disintegration, reintegration, 
pseudoindependence, immersion/emersion, and autonomy. As individuals travel along 
the continuum they move from a naïve lack of awareness of racism and discrimination 
(contact), to a state of internal conflict where they are first aware of White privilege. At 
this stage of disintegration, feelings of guilt, hopelessness, and dissonance are common. 
Reintegration is characterised by individuals who retreat back to earlier beliefs of White 
superiority and minority inferiority. At the fourth status of pseudoindependence 
individuals make attempts to interact with people who are culturally different, however 
these attempts do not usually eventuate into action. As individuals move into the 
immersion/emersion stage they are willing to confront their prejudices and redefine 
their identity. Finally in the autonomy status individuals value diversity, and are 
comfortable to discuss and address racism, to develop non-racist attitudes and 
behaviours (Helms, 1990). The educators in the H. Han et al. (2011) study demonstrated 
various characteristics of racial identities, which were found to influence their 
pedagogical beliefs and understandings of culturally diverse children. H. Han and 
colleagues (2011) concluded that reflecting on one’s racial identity can enable educators 
to “become effective educators of culturally diverse students” (p. 8).  
The use of Helm’s White racial identity theory can be problematic as according to 
Chávez and Guido-DiBrito (1999) the theory is based around the proposition that the 
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development of a White racial identity concerns only one’s views, feelings, and 
behaviours toward racial others, rather than the development of an individual awareness 
of one’s own racial identity. More generally the classification of people’s racial identities 
as Black or White can be seen as a false dichotomy. Graves (2015) argues that human 
biological variation does not substantiate the concept of biological race. However, 
despite the absence of biological races, Graves (2015) contends that socially defined 
races do exist and contribute to existing social hierarchies and racial discrimination.  
2.2.5 Culturally relevant pedagogy 
Culturally relevant pedagogy views children’s cultural identities in a positive light 
with an aim of building their self-esteem and setting them on the journey to become 
interculturally competent themselves (Gay, 2010; Ladson-Billings, 2001, 2013). A recent 
study by Durden, Escalante, and Blitch (2015) used an ethnographic case study to 
explore how early childhood educators and parents in a culturally diverse preschool 
classrooms implemented and understood culturally relevant pedagogy. Culturally 
relevant pedagogy (CRP) is a transformative theory of pedagogy that “empowers 
students intellectually, socially, emotionally, and politically by using cultural referents to 
impart knowledge, skills, and attitudes” (Ladson-Billings, 2013, p. 20). CRP takes a 
constructivist approach to build on children’s prior experiences, cultural knowledge and 
worldviews to make learning meaningful and relevant. A constructivist approach allows 
educators to build on children’s cultural knowledge, to actively co-construct new 
knowledge with the children they teach. According to Villegas and Lucas (2002b) 
educators can support children to actively construct new knowledge by building bridges 
between children’s prior knowledge, and new ideas and experiences. This process 
involves encouraging children to question, interpret, and analyse new information in a 
context that is personally interesting or culturally meaningful to the child. A 
constructivist culturally relevant approach to teaching recognises  multiple perspectives 
and encourages children to become critical thinkers, problem solvers, and collaborative 
learners (Villegas & Lucas, 2002a).  
Combining the principles of Gay (1994, 2000), Ladson-Billings (1994), and Nieto 
(1999), Brown-Jeffy and Cooper (2011) proposed five themes of CRP. The themes 
included; “identity and achievement, equity and excellence, developmental 
appropriateness, teaching the whole child, and student-teacher relationships” (Brown-
Jeffy & Cooper, 2011, p. 71). The first theme of identity and achievement involves 
educators’ understanding the role of cultural identity, cultural heritage, multiple world 
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views, and affirming their respect for diversity. Second, equity and excellence, relates to 
educators’ dispositions, integration of multicultural curriculum content, equal access, 
and high expectations for all students. Within this theme Brown-Jeffy and Cooper 
(2011) acknowledged the difference between equity and equality, stating “equity involves 
giving students what they need. It is not the same as equal opportunity… equal 
opportunity does not acknowledge that students have needs that require differentiation” 
(p. 74). 
 The third theme of developmental appropriateness, acknowledges the importance 
of understanding children’s cognitive development. Educators can demonstrate their 
cultural knowledge and cultural skills by applying various learning and teaching styles, 
and understanding cultural variations in psychological needs; including cooperation, 
motivation and engagement (Brown-Jeffy & Cooper, 2011). Fourth, teaching the whole 
child, involves creating links between the home, community and school environments, 
to build supportive learning communities, and empower the child (Brown-Jeffy & 
Cooper, 2011). Moll and colleagues have echoed this sentiment in their research that 
details the need for educators to appreciate the diverse and rich funds of knowledge 
held by children’s families and communities (Gonzalez, Moll, & Amanti, 2012; Moll, 
1992a, 1992b).  
The final theme of CRP is about student-teacher relationships that acknowledge 
caring and respectful interactions to create a positive classroom atmosphere (Brown-
Jeffy & Cooper, 2011). Culturally relevant student-teacher relationships are “fluid and 
equitable and extend beyond the classroom” (Ladson-Billings, 1994, p. 25). This theme 
was evident in the study by Durden and colleagues’ (2015) where educators who were 
identified as more culturally relevant in the classroom shared two characteristics. First, 
these educators intentionally and regularly collaborated with families to extend beyond 
typical classroom resources to include children’s cultural and linguistic resources, and 
home experiences to create a culturally relevant learning environment. Second, they 
reflected on their positionality through a socio-political lens to acknowledge “the 
importance of becoming a cultural learner of children” (p. 229). However, for some 
educators the cultural resources of children and their families were seen as a barrier 
rather than an opportunity for professional growth (Durden et al., 2015). Mason (2013, 
2016) has contended that there is a difference between CRP theory and the CRP that is 
conceived in educational settings, with the latter often becoming over simplified to a 
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point where its transformative aims cannot be achieved. In this sense it appears that 
CRP does not equate to the transformative perspective of intercultural competence.  
2.2.6 Beliefs about cultural diversity 
Educators who hold positive beliefs about cultural diversity are more likely to 
demonstrate culturally relevant instructional approaches when working with diverse 
students (Gay, 2013). However, there has been some concern in the literature regarding 
educators’ beliefs and respect for cultural diversity. Kumar and Hamer (2013) examined 
the cultural beliefs and biases held by 784 White pre-service teachers in the United 
States. The results indicated cause for concern, as over a quarter of the teachers 
expressed explicit stereotypical beliefs about minority and poor children. Analysis 
revealed that these teachers were significantly more likely to express discomfort about 
working with children who did not share their cultural background. Opposing this, the 
teachers who expressed more positive beliefs about cultural diversity, were more likely 
to express confidence about their ability to build rapport and work with culturally 
diverse children. 
Research in Australia has raised a similar cause for concern.  A South Australian 
study of 86 early childhood services (long day care, family day care, and outside school 
hour care) found that 38% of services lacked culturally appropriate practices and 33% 
saw no benefit in training around issues of cultural diversity (Prasad & Ebbeck, 2000). 
MacNaughton and Hughes (2007) also expressed concern in their survey study with 
forty-one Australian early childhood educators. Results indicated that many of the 
educators were uncertain about how best to respond to cultural diversity and most 
educators stated that they addressed issues of cultural diversity reactively, as they arose, 
rather than proactively. MacNaughton and Hughes (2007) concluded that their findings 
strongly suggest that the one-off professional development sessions, that are the 
dominant form of training in early childhood field, have not been ineffective in 
promoting early childhood educators’ respect for cultural diversity.  
In an extensive review of the literature, MacNaughton (2006) identified five broad 
schools of thought on issues of respect for diversity in early childhood education and 
care. The schools of thought are summarised in Table 2.1 and include: laissez-faire, 
special provisions, cultural understandings, equal opportunities, and anti-discrimination.  
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Table 2.1 
Schools of thought on issues of respect for diversity in ECEC (MacNaughton, 2006). 
School of thought Definition Approaches 
Laissez- faire Everyone is treated the same to produce 
equity without altering structures. 
Colour blind 
Business as usual 
Special provisions Based on a deficit view of teaching 
children who are ‘different’ how to 
perform in mainstream education. 
Early intervention 
Immersion programmes 
Cultural 
understandings 
To create understanding through 
appreciation of our similarities and 
differences. 
Tourist approaches 
Tokenistic approaches 
Multicultural 
Equal 
opportunities 
Challenges inequity and injustice by 
examining power structures, 
relationships, and ideologies. 
Multicultural programmes 
Inclusive education 
Anti-discrimination To give children equal opportunity to 
succeed based on the belief that lack of 
opportunity generates inequity. 
Critical/emancipatory 
education 
Anti-bias approach 
 
Educators’ who espouse a laissez-faire approach believe that we are all equal and 
should be treated the same. Examples of this school of thought include colour blind and 
business as usual approaches. According to MacNaughton (2006) these approaches tend 
to silence cultural diversity and focus instead on mainstream or dominant values. Critics 
of the laissez-faire approach claim that it forces assimilation and takes a “null position 
on equity” (MacNaughton, 2006, p. 31). The special positions school of thought has also 
been criticised as it tends to view children as deficient by separating children from their 
‘normal’ peers and placing them in ‘special’ classes (MacNaughton, 2006). The cultural 
understandings school of thought emphasises the development of children’s 
understanding and tolerance through the provision of multicultural toys and learning 
resources. A common example of this school is a tourist approach, where cultural 
diversity is presented in a tokenistic way (e.g., through tradition dress and food), such an 
approach “may create stereotypes rather than challenge them” (MacNaughton, 2006, p. 
38). The belief that equal opportunities lead to equal outcomes is central to the equal 
opportunities school of thought. Critics claim that this approach does not give children a 
voice, as it assumes that planned learning experiences are worthwhile for all children. 
Educators who adopt the anti-discrimination school of thought, challenge power 
relationships and ideologies to overcome inequities and injustices. An example of this is 
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an anti-bias approach to early childhood education (Derman-Sparks, 1989 Dau; 2001). 
An anti-bias approach involves educators working towards four goals for children: 
respecting diversity, creating a positive self-identity, critically evaluating information, and 
building the confidence to reduce discrimination and inequities. The only criticism 
MacNaughton (2006) discussed with this approach was a lack of training and resources 
to support early childhood professionals who wish to implement and advocate this 
approach. However from a European perspective, Vandenbroek (2007) has criticised 
the anti-bias approach for its emphasis on ethnic identity, and dualistic focus on ethnic 
minorities as victims and the majority population as perpetrators. According to M. 
Miller and Petriwskyj (2013) “the emergence of intercultural education was one outcome 
of such criticism” (p. 254). 
Intercultural education is framed within a human rights perspective, according to 
UNESCO’s Guidelines on Intercultural Education: 
 Intercultural education cannot be just a simple ‘add on’ to the regular 
curriculum. It needs to concern the learning environment as a whole, as well as 
other dimensions of educational processes, such as school life and decision 
making, teacher education and training, curricula, languages of instruction, 
teaching methods and student interactions, and learning materials. (UNESCO, 
2006, p. 19) 
As can be seen from the above statement the addition of a racial identity or CRP 
perspective, as discussed earlier in this section, does not equate to the goals of 
intercultural education.  As such this thesis argues for a focus on early childhood 
educators’ intercultural competence in both research and in Australian early childhood 
policy. This focus creates a means to explore how intercultural competence can act to 
transform early childhood educators’ beliefs and practice through the transformational 
understanding that all beliefs and practices are shaped within a cultural context (M. J. 
Bennett, 2004; Liddicoat, 2005; Liddicoat & Scarino, 2013). 
2.3 INTERCULTURAL COMPETENCE 
Intercultural competence is a journey of ongoing reflection, rather than a final 
destination (Deardorff, 2011; Victorian Government Department of Human Services, 
2008). As stated in a supporting argument by Barrett Barrett, Byram, Lázár, Mompoint-
Gaillard, and Pilippou (2013, p. 13) “intercultural competence is a lifelong 
developmental process, and there is no point at which someone achieves ‘full’ 
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intercultural competence.” Similarly, Jokikokko (2009, p. 142) has framed teachers’ 
intercultural competence as a “lifelong identity process” that guides thinking and action. 
This thesis draws on the work of Deardorff (2004a; 2011) to define intercultural 
competence from a social constructivist perspective as: A transformative, lifelong 
journey of increasing awareness, understanding, and knowledge of one’s own and 
others’ cultural worldviews to enable respectful attitudes and effective communication 
in intercultural situations and contexts. The focus in this definition is the transformative 
act of shifting one’s thinking, which differs from a cultural competence that is usually 
framed around the development of cross-cultural skills and behaviours.  
2.3.1 A brief history of intercultural competence 
Although the concept of intercultural competence is new to the early childhood 
field, the concept has been used in the military and business fields since the 1940s 
(Portera, 2014). In the United States the interest in intercultural competence can be 
traced to the need to increase diplomatic alliances and international stability post World 
War II (Spitzberg & Changnon, 2009). By the 1970s there was on a focus on 
intercultural competence in educational and academics contexts. Needless to say over 
the past 50 years there have been a diverse range of frameworks and conceptualisations 
of intercultural competence. In an extensive review of selected frameworks of 
intercultural competence, Spitzberg and Changnon (2009) listed over 300 terms and 
concepts related to the construct. The review also classified frameworks of intercultural 
competence into five types: compositional, co-orientational, developmental, 
adaptational, and causal process. Definitions of the framework classifications are 
overviewed in Table 2.2 and then discussed in turn. 
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Table 2.2 
Overview of intercultural competence frameworks, adapted from Spitzberg and Changnon (2009). 
Classification Definition Examples 
Compositional List hypothesised components (e.g., traits, 
characteristics, and skills) of intercultural 
competence. 
(Deardorff, 2006; 
Howard Hamilton, 
Richardson, & Shuford, 
1998) 
Adaptational Emphasise interdependence and typically 
focus on interactions between members of 
different cultures; adaptation is seen as a 
criterion of intercultural competence. 
(Kim, 1988; Navas et al., 
2005) 
Causal process Detail the hypothesised interrelationships 
among components of intercultural 
competence. 
(M. R. Hammer, 
Wiseman, Rasmussen, & 
Bruschke, 1998) 
Co-orientational Concerned primarily with effective 
interactions and intercultural understanding 
(e.g., empathy, perspective taking, and shared 
meaning). 
(Byram, 1997; Fantini, 
1995) 
Developmental Focus on development of intercultural 
competence over time, specifying stages of 
maturity. 
(M. J. Bennett, 1986, 
2004; King & Baxter 
Magolda, 2005) 
The compositional model lists hypothesised components of intercultural 
competence, for examples behaviours, characteristics, knowledge, and skills, and usually 
do not specify the relationship between components. Deardorff’s (2004a) compositional 
model differs to this somewhat as she refers to certain components as foundational to 
intercultural competence. Deardorff’s model was utilised in this study, as it provided 
research-based indicators of what intercultural competence might look like in practice 
(discussed in further detail in Section 2.3.3). In contrast, the emphasis in adaptational 
models is on the process of adapting to another culture with “adaptation itself as the 
criterion for intercultural competence” (Spitzberg & Changnon, 2009, p. 24). However, 
Spitzberg (1993) has previously critiqued these models, as adaptation alone does not 
equate to intercultural competence. Causal process models detail explicit hypotheses of 
how the components of intercultural competence are related to each other. Causal 
models were not considered in this thesis as explicit causal hypotheses to not lend 
themselves well to the qualitative social constructivist paradigm in which this study is 
 Chapter 2: Intercultural Competence: Policy, Literature & Theory 29 
positioned. Co-orientational models focus on how individuals co-orient themselves or 
adapt to others’ behaviour. Although there is a body of influential research that draws 
on co-orientational models, Spitzberg and Changnon (2009) claim that these models fail 
to account for the factor of time.  
Developmental models of intercultural competence recognise this factor to detail 
the stages of intercultural competence development over time. An example of a typical 
development model is M. J. Bennett’s (2004) Developmental Model for Intercultural 
Sensitivity (DMIS). The DMIS details a six stage framework from ethnocentric to 
ethnorelative thinking. Ethnocentrism refers to a state of being where one’s own culture, 
beliefs, and behaviours are unquestioned as experiences are “just the way things are.” 
(M. J. Bennett, 2004, p. 62). There are three stages of ethnocentrism: denial of cultural 
difference, defence against cultural difference, and minimisation of cultural difference. 
At the other end of the model sits ethnorelativism, a term which was coined by M. J. 
Bennett (1993) to refer to the understanding that “one’s own culture is experienced in 
the context of other cultures” (M. J. Bennett, 2004, p. 68). Ethnorelative stages of 
intercultural sensitivity include: acceptance of cultural difference, adaptation to cultural 
difference, and integration of cultural difference. Intercultural sensitivity can be 
quantitatively measured using the Intercultural Development Inventory (IDI, M. R. 
Hammer & Bennett, 2001). The IDI is based on Bennett’s six stages of intercultural 
sensitivity and has proved to be a reliable and valid instrument to measure teachers’ 
intercultural sensitivity (Hammer & Bennett, 2001). 
Many of the studies that use the IDI to access teachers’ intercultural sensitivity 
indicate that teachers often do not report strong levels of intercultural sensitivity which 
may indicate that they are ill equipped to promote the development of intercultural 
competence in their students (Cushner & Mahon, 2009). For example, a study by 
Mahon (2006) found all 155 of the surveyed teachers were positioned at the 
ethnocentric stage of minimisation or below. Bayles (2009) found similar results in her 
doctoral study of 233 urban elementary school teachers in the United States. IDI results 
indicated 91% of the teachers were ethnocentric rather than ethnorelative (Bayles, 
2009). Ethnorelativism was agreed upon by 80% of the experts in Deardorff’s (2004a) 
study to be a key element of intercultural competence.  
King and Baxter Magolda’s (2005) also drew on M. J. Bennett’s (1993) stages of 
ethnocentric and ethnorelative reasoning in the development of their Intercultural 
Maturity Model (IMM) which was briefly discussed in the introduction to this thesis. 
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Given that the IMM is based around the theory of self-authorship which acts as the 
theoretical framework of this thesis (Discussed in detail in Chapter 3), Section 2.3.2 
provides a detailed review of this model.  
2.3.2 King and Baxter Magolda’s model of intercultural maturity 
King and Baxter Magolda (2005) proposed that reflection leading to self-
authorship can act as a foundation for the capacity to appreciate and embrace 
differences through engaging in interdependent relationships with diverse others; using 
multiple cultural frames and cognitively shifting perspectives; and understanding and 
integrating challenges to one’s beliefs and identity. King and Baxter Magolda (2005) 
termed this capacity intercultural maturity, as discussed in the following statement; 
The developmental capacity that undergirds the ways learners come to make 
meaning, that is, the way they approach, understand, and act on their concerns. 
Thus, demonstrating one’s intercultural skills requires several types of expertise, 
including complex understanding of cultural differences (cognitive dimension), 
capacity to accept and not feel threatened by cultural differences (intrapersonal 
dimension), and capacity to function interdependent with diverse others 
(interpersonal dimension). In other words, through this proposed model, we 
are building on Kegan’s contention that producing interculturally competent 
citizens requires helping students achieve intercultural maturity in all three 
dimensions. (King & Baxter Magolda, 2005, p. 274) 
The model of intercultural maturity (Table 2.2) combines the three dimensions of 
self-authorship with existing intercultural competence literature that was published from 
1968 to 2004 (King & Baxter Magolda, 2005). The IMM provides a holistic way to 
capture the intricacies of intercultural development rather than measure discrete skills 
(King, Baxter Magolda, & Massé, 2011).  
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Table 2.3 
King and Baxter Magolda’s (2005) Intercultural Maturity Model (IMM) 
Dimension Initial level Intermediate level Mature level 
C
o
g
n
it
iv
e 
Knowledge certain 
(right or wrong) 
Naïve about cultural 
practices and values 
Resists challenges to 
one’s own beliefs  
Evolving acceptance of 
uncertainty and multiple 
perspectives 
Shift towards personal 
processes for adopting 
knowledge claims 
Ability to consciously shift 
into an alternative cultural 
worldview 
Use multiple cultural 
frames 
In
tr
ap
er
so
n
al
 
Lack of awareness of 
one’s own values and 
social identities 
Lack of 
understanding of 
other cultures 
Difference is viewed 
as a threat to identity 
Evolving sense of 
identity as distinct from 
others’ perceptions 
Tension between 
external and internal 
definitions of self 
Recognises legitimacy of 
other cultures 
Capacity to create an 
internal self that openly 
engages challenges to one’s 
views and beliefs  
Considers social identities 
in a global and national 
context 
Integrates aspects of self 
into one’s identity 
In
te
rp
er
so
n
al
 
Dependent relations 
with similar others  
Perspectives of 
different others are 
viewed as wrong 
Egocentric view of 
social 
systems/problems  
Willingness to interact 
with diverse others and 
refrain from judgment 
Self is often 
overshadowed by need 
for others’ approval 
Begins to explore how 
social systems affect 
relationships 
Capacity to engage in 
meaningful, interdependent 
relationships with diverse 
others  
Understanding of ways 
practices affect social 
systems 
Willing to work for the 
rights of others 
 
The IMM as illustrated in Table 2.3 details three stages of intercultural 
development across three dimensions: cognitive, intrapersonal, and interpersonal. The 
use of the term cognitive rather than epistemological is discussed in further detail in the 
following chapter in Section 3.2.1. Development in the cognitive dimension involves a 
shift from a naïve view of about the certainty of knowledge and cultural practices and 
beliefs, to the mature ability of shift cultural frames into an alternate worldview. 
Intrapersonal development involves movement from a lack of awareness of one’s own 
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and others’ values and social identities, to the ability to critically consider one’s internally 
defined identity and beliefs in a global context. The initial stage in the interpersonal 
dimension is characterised by dependent relationships with similar others, culturally 
diverse others may be avoided due to ethnocentric beliefs. Development to the mature 
level involves a more ethnorelative understanding of social systems, the capacity to 
engage in meaningful, interdependent relationships with diverse others, and a 
willingness to work for the rights of others (King & Baxter Magolda, 2005). 
Recent literature regarding the development of self-authorship and intercultural 
maturity in college students has provided rich understanding about the role of 
experiences with diversity and contextual environments in relation to student 
development (King et al., 2011; King, Perez, & Shim, 2013). Using the theory of 
intergroup contact, and the developmental models of self-authorship and intercultural 
maturity, King et al. (2011) explored college students’ reactions to experience with 
diverse others. The study specifically explored reactions that triggered discomfort when 
engaging with diverse others, or interactions that unsettled students’ own beliefs or 
values. King and colleagues found that as some students encountered diversity they 
became stuck. The students were unable to make sense of interactions and lacked the 
complex lens to become more interculturally effective. King et al. (2011) suggested that 
scaffolding is essential to help students work through this cognitive dissonance and 
make meaning of their interactions with diverse others. In a sense, this thesis builds on 
the work of King and colleagues (2011) through a multiple case study approach, to 
explore how the contextual factors (i.e., scaffolds or support structures) at each 
kindergarten relate to educators’ self-authorship and intercultural competence. 
 Another study that was informed by self-authorship theory was Torres’ (2009) 
longitudinal study of Latino/a students at various tertiary institutions in the United 
States. Her study investigated the meaning making processes students used in coming to 
understand racism and racist thoughts. The developmental process of meaning making 
and reconstructing their ethnic identities was seen to parallel the development of self-
authorship. Torres (2009) detailed the manner in which students moved from believing 
external negative racist stereotypes, to crossroads periods where students began to 
recognise racism and experienced cognitive dissonance regarding their ethnic identity, to 
a period of self-authorship where students then became comfortable with their own 
culture which lead to the internal construction of their own ethnic identity. Torres 
concluded that the cognitive dimension of self-authorship allowed students to critically 
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analyse and challenge racist thoughts of the dominant culture. This cognitive ability to 
consciously shift perspectives was detailed by King and Magolda’s (2005) as a critical 
aspect in developing intercultural maturity.  
A recent study by King et al. (2013) drew on the IMM, and Allport’s (1954) 
intercultural contact theory, to examine how college students experience intercultural 
learning. Using data from the Wabash National Study (for more detail see Section 3.3.5 
of this thesis), King et al. (2013) identified three themes that influenced students’ 
engagement in intercultural experiences. Encountering others’ experiences was the first theme 
identified. Through intercultural experiences students were able to understand the 
perspective of another, and begin to comprehend specific cultural practices. Second, a 
sense of safety was found as a mediator to students’ level of engagement in cultural 
experiences. Students who felt safe and supported, were better able to learn from 
experiences and engage in critical examination of cultural norms. Students’ emotional 
responses to intercultural experiences were a critical factor as “once students perceived 
their environment to be safe they were able to explore, ask questions, and examine their 
beliefs about other cultures more closely.” (King et al., 2013, p. 80). Third King and 
colleagues (2013) identified five approaches to participating in intercultural experiences, these 
included; “listen and observe…compare and contrast ideas…engage in personal 
reflection…explore personal identity…and empathize with others” (p. 76). Students’ use 
of the outlined approaches was found to require varying levels of agency and 
complexity. The complex ways in which individuals approached intercultural 
experiences and began to accept uncertainty is central to self-authorship and King and 
Baxter Magolda’s (2005) intercultural maturity model. These findings also highlight the 
importance of a supportive environment to assist the development of self-authorship 
(Baxter Magolda, 2009b; Baxter Magolda & King, 2004; King et al., 2011; Pizzolato, 
2005). The role of the environment is further explored in this thesis through a multiple 
case study approach and interviews with the directors at each kindergarten. 
As can be seen from the review of the literature in this section, research regarding 
intercultural competence and self-authorship has primarily focused on university 
students and collegial outcomes. This current study adds a significant contribution to 
the field, as it will concentrate on the development of self-authorship and intercultural 
competence in early childhood educators’ practice, which has not been explored to date. 
The developmental approach to intercultural competence research has been criticised as 
it is often fails to specify the particular traits that facilitate or indicate intercultural 
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competence development (Black & Mendenhall, 1991; Spitzberg & Changnon, 2009). In 
order to address this concern this thesis has also drawn on Deardorff’s (2004a) 
compositional model of intercultural competence which is detailed in section 2.3.3. 
2.3.3 Deardorff’s models of intercultural competence 
As was briefly discussed in Chapter 1, in order to reach a research based 
consensus about the components of intercultural competence Deardorff (2004a) 
conducted a three round Delphi study with 21 well-known intercultural competence 
experts (e.g., Michael Byram, Brian Spitzberg, Janet Bennett) (for full list see Deardorff, 
2004a, p. 321). An additional group of university administrators involved in intercultural 
education participated in the last round of the Delphi to accept or reject the data 
generated by the intercultural experts. The administrators worked at universities that 
were identified by the American Council on Education to have a commitment to 
internationalisation. Twenty-four administrators were recruited to help ensure that the 
definition of intercultural competence could be used to assess intercultural competence 
as an outcome of student internationalisation. Deardorff (2004a) contended that one of 
the main objectives of internationalisation is to develop “a global workforce that is 
interculturally competent to succeed in diverse work places” (p. 11). The study identified 
22 elements of intercultural competence, which were agreed upon by 100% to 80% of 
the experts and administrators. Appendix B provides a numbered overview of the 22 
elements and their acceptance rate. Understanding others’ world views is listed as 
number 1 as it was the only element to receive 100% acceptance amongst both 
participant groups, the remained elements are numbered according to their acceptance 
rate and mean score (Deardorff, 2004a).  
 Using the 22 intercultural elements Deardorff (2004a; 2006) proposed two 
models of intercultural competence –a compositional pyramid model (Figure 2.1) and a 
process model (Figure 2.2) which can be classified as a co-orientational model of 
intercultural competence. 
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Figure 2.1. Deardorff’s (2006) pyramid model of intercultural competence. 
In her pyramid model Deardorff (2006) envisioned intercultural competence as a 
multidimensional construct, where foundational attitudes such as respect, openness, 
curiosity, and discovery (bottom level of pyramid), allow for increased cultural 
knowledge, comprehension and understanding provide a set of interculturally 
competent skills (second level of pyramid). She argued that increased knowledge and 
skills, may allow for the desired internal outcome of adaptability, flexibility, 
ethnorelativity, and empathy (third level of pyramid); ultimately enabling the desired 
external outcome of intercultural competence (top level of pyramid).  
The process model illustrated in Figure 2.2 offers another way to conceptualise 
Deardorff’s (2004a; 2006) elements of intercultural competence. This model includes 
the same elements as the pyramid model, however the focus is on the process and 
movement that occurs between the elements. The process model begins with attitudes 
then moves from individual level to an interactional level. The cyclic nature 
demonstrates the ongoing process of intercultural competence development.  According 
to Deardorff (2004a) it is possible to go directly to the external outcome from attitudes 
or knowledge/skills, as illustrated by the thin arrows, however the “appropriateness and 
effectiveness of the outcome may not be nearly as strong as when the entire cycle is 
DESIRED EXTERNAL OUTCOME:  
Behaving and communicating effectively and 
appropriately (based on one’s intercultural 
knowledge, skills, and attitudes) to achieve 
one’s goals to some degree. 
Knowledge & Comprehension: Cultural self-
awareness; Deep understanding and knowledge 
of culture (including contexts, role and impact of 
culture & others’ worldviews); Culture-specific 
information; Sociolinguistic awareness. 
Skills: To listen, observe, 
and interpret; To analyse, 
evaluate, and relate. 
Requisite Attitudes: Respect (valuing other cultures, cultural diversity); Openness (to 
intercultural learning and to people from other cultures, withholding judgment); Curiosity and 
discovery (tolerating ambiguity and uncertainty). 
DESIRED INTERNAL OUTCOME:  
Informed frame of reference/filter shift: Adaptability (to 
different communication styles & behaviours; Adjustment 
to new cultural environments); Flexibility (selecting and 
using appropriate communication styles and behaviours; 
cognitive flexibility); Ethnorelative view; Empathy. 
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completed and begins again.” (p. 197). To date neither of Deardorff’s models have been 
empirically tested. 
 
Figure 2.2. Deardorff’s (2006) process model of intercultural competence. 
 
More generally, Deardorff’s (2004a; 2006) framework has been applied in various 
disciplines and contexts. A recent Australian study by Spooner-Lane, Tangen, Mercer, 
Hepple, and Carrington (2013) used Deardorff’s elements of intercultural competence 
to analyse an intercultural learning framework developed for domestic and international 
pre-service teachers. Qualitative data were collected through reflective writing samples 
and focus group interviews with the pre-service teachers. Findings showed pre-service 
teachers held the requisite attitudes of openness, respect, and curiosity which are 
consistent with Deardorff’s specific elements of intercultural competence. Spooner-
Lane and colleagues concluded that Deardorff’s framework proved a useful tool for 
exploring domestic and international pre-service teachers’ intercultural competence, and 
suggested that future research should continue to focus on examining the conditions 
that enhance the components of intercultural competence. Through a multiple case 
Attitudes: 
Respect (valuing other 
cultures); Openness 
(withholding judgment); 
Curiosity & discovery 
(tolerating ambiguity) 
Knowledge & comprehension: 
Cultural self-awareness, deep 
cultural knowledge, 
sociolinguistic awareness 
 
Skills:  
To listen, observe & evaluate; to 
analyse, interpret & relate 
Internal Outcome: 
Informed Frame of Reference 
Shift (adaptability, flexibility, 
ethnorelative view, empathy) 
External Outcome: 
Effective and appropriate 
communication & behaviour 
in an intercultural situation 
Interaction 
Individual 
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study approach this thesis explored how conditions, specifically contextual factors at 
each kindergarten, may have related to educators’ intercultural competence. Deardorff 
(2009a) has suggested that the elements in her intercultural competence framework 
point to the importance of engaging in reflective practice.  
2.3.4 Reflective practice and intercultural competence 
Reflective practice is a key principle that underpins effective early childhood 
pedagogy. Research has demonstrated the important role reflective practice plays in the 
development towards intercultural competence (Milner, 2003). When educators engage 
in reflective practice it allows them to retell and analyse an event, situation, belief, or 
value, and make meaning to gain deeper understanding. Reflective practice allows 
educators to examine their ethics, philosophy, and decision-making process.  According 
to Park and Millora (2012) reflective practice is constructivist in nature and can be 
centered on self-awareness or problem solving. Reflective practice centered on both 
self-awareness and problem solving, can play a vital role in early childhood educators’ 
intercultural competence. Through reflective practice, educators can become aware of 
their attitudes, beliefs, and worldviews and examine how this can impact their ability to 
become interculturally competent.  
Giesbrecht (2001) highlighted the ways in which reflective problem solving can 
transform cultural misunderstandings into opportunities for new learning and 
strengthened relationships.  A longitudinal study by Causey, Thomas, and Armento 
(2000), found that pre-service teachers who were characterised by thoughtfulness and 
reflection were most apt to acquire the knowledge, skills and dispositions needed to 
build trusting relationship in the communities in which they taught. As Garmon (2004) 
states, “regular reflection on one’s teaching is considered an essential practice for 
teachers, and it is equally important in developing multicultural knowledge and 
sensitivity” (p. 278). 
The National Quality Framework considers critical reflection to be essential in 
improving the quality of early childhood services (Cartmel, Macfarlane, & Casley, 2012). 
The EYLF defines critical reflection as “reflective practices that focus on implications 
for equity and social justice” (DEEWR, 2009, p. 45). This definition takes a critical 
perspective, as it focuses on social justice and appears to draw on the work of Freire 
(1994) and other critical theorists. However, critical reflection can also be 
conceptualised as a way to systematically evaluate evidence so as to construct knowledge 
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(King & Kitchener, 1994). The EYLF definition focuses on what educators can critically 
reflect upon (i.e., social justice), however there is little detail about how educators can 
engage in the process of critical reflection (i.e., through inquiry and evaluation). The 
terms reflection and critical reflection are often used interchangeably, resulting in 
confusion and lack of conceptual clarity (Finlay, 2008; Kinsella, 2009). Models of critical 
reflection often rely on the use of levels to illustrate the degree of depth with which 
reflection leading to critical reflection can be enacted (Ryan & Ryan, 2013). Examples of 
such models include Kember, McKay, Sinclair, and Wong (2008) and Bain, Ballantyne, 
Mills, and Lester (2002) models of reflection, both models originally focused on 
university students’ written reflections. Kember and colleagues (2008) detailed a four 
category coding scheme for assessing written reflection. The scheme depicts reflection 
as four levels: habitual action/non-reflection, understanding, reflection, and critical 
reflection, where each level builds upon the previous. The four levels of reflection are 
informed by Kember and colleagues’ (2000) earlier questionnaire, which was based on 
the work of Mezirow (1991). The questionnaire has been tested for reliability and 
validity, while the coding scheme has shown reliability through assessor agreement 
(Kember et al., 2008). Bain and colleagues (2002) developed 5R reflective writing 
framework. The 5Rs represent non-reflective Reporting at level 1, Responding at level 2, 
Relating at level 3, Reasoning at level 4, and finally critically reflective Reconstructing at 
level 5. As the levels in the Kember et al. and Bain et al. models increase in complexity 
they ultimately lead to evidence informed analysis and transformative practice (Ryan & 
Ryan, 2013).  
Research has demonstrated that reflective practice can act to reduce prejudice and 
increase tolerance. Using the Reflective Judgment Model (Kitchener & King, 1981) 
Guthrie, King, and Palmer (2000) found preliminary evidence that tolerance for 
diversity was related to reflective judgment, as students with higher levels of reflective 
thinking, showed greater tolerance and less prejudice towards African Americans and 
homosexuals. The reflective judgment model details the way individuals formulate 
arguments and make judgments. The model proposes seven developmental stages 
related to assumptions about the nature of knowledge and the justification of beliefs. 
Kitchener and King (1981) traced the development of reflective thinking from 
adolescence to adulthood and found that individuals at higher stages of reflective 
thinking, engaged in critical thinking to actively construct new knowledge, and used the 
criteria of subjectivity and validity to justify beliefs. This current study has explored early 
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childhood educators’ reflections on their experiences with cultural diversity, and 
justifications of their cultural beliefs and knowledge. These reflections were analysed to 
gain further understanding how reflective practice, particularly critical reflection, may 
relate to early childhood educators’ beliefs about cultural diversity and intercultural 
competence.  
The relationship between reflection and intercultural competence was further 
explored in a biographical study by Jokikokko (2009). The study consisted of interviews 
with 10 Finnish pre-service teachers who were enrolled in a Master of Intercultural 
Education program. The results detailed the significance of reflecting at an emotional 
level rather than a purely cognitive level. Jokikokko (2009) argued that cognitive 
reflections may be insufficient to shift prejudice, as her data suggested that reflecting on 
experiences that promote subjective emotions is significant for intercultural learning. 
Further Jokikokko (2009) suggested that the development of intercultural competence 
can be promoted by creating safe and supportive spaces for teachers to share their 
perspectives with others and have their own personal beliefs challenged. 
Critical reflection on the ways in which knowledge is constructed in relation to 
personal beliefs is an important aspect of early childhood education. Brownlee, 
Berthelsen, and Boulton-Lewis (2010) argued that early childhood educators “need to 
engage in reflection that goes beyond analysing a range of different practices to also 
incorporate theoretical and research perspectives.” (p. 113). This type of critical self-
reflection was argued to enhance the development of self-authorship and improve the 
quality of child care workers (Brownlee et al., 2010).  Critical reflection is considered 
essential to improve the quality of early childhood services and is a key feature of the 
NQF which requires educators to reflect on their practice (Cartmel et al., 2012). In June 
2012, the Department of Education, Employment and Workplace Relations (DEEWR) 
contracted the Australian Council for Educational Research (ACER) to evaluate the 
NQS assessment and rating process. An analysis based on assessment information for 
410 early childhood services identified that Element 1.2.3 (Critical reflection on the 
children’s learning and development, both as individuals and in groups, is regularly used 
to implement the program) was one of the elements most frequently assessed as Not 
Meeting National Quality Standard (Rothman et al., 2013). This finding is of interest to 
this current study as critical reflection appears to be an organising principle for 
intercultural competence. 
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2.4 CHAPTER SUMMARY 
This chapter has critically reviewed literature relating to intercultural competence 
and detailed the significance of exploring early childhood educators’ intercultural 
competence. Through a discussion of current Australian policy and early childhood 
curriculum requirements for inclusive practice and respect for diversity, this chapter has 
highlighted the need for interculturally competent early childhood educators, which to 
date is a perspective that is missing from both the literature and Australian early 
childhood policy. In response to lack of literature relating specifically to the focus of this 
thesis, research and literature were reviewed that related to cultural identity, culturally 
relevant teaching, and educators’ beliefs about cultural diversity. This body of literature 
served to frame this study and highlight the holistic perspective that intercultural 
competence research can offer. Intercultural competence was then reviewed through a 
brief history of the construct and a discussion of its many conceptualisations. Particular 
attention was paid to Deardorff’s compositional model, and Baxter Magolda’s 
developmental model, which were used to inform the research design and analysis in 
this thesis. The role of reflective practice in developing intercultural competence was 
then reviewed with connections made to the theory of self-authorship, which is fully 
examined in Chapter 3. Chapter 3 will discuss the theory and literature related to self-
authorship before presenting the integrated social constructivist framework for 
understanding educators’ intercultural competence which acts as the conceptual 
framework for this thesis.  
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Chapter 3: Self-Authorship Theory & 
Literature 
3.1 INTRODUCTION 
This study investigated early childhood educators’ intercultural competence 
through the theoretical lens of self-authorship. As the name implies self-authorship is 
about becoming the author of your own life. This involves the development of an 
internal voice and core personal values that help you find your way through life’s many 
complex challenges (Baxter Magolda, 2009b). For early childhood educators these 
complex challenges include interactions with children and families who hold a diversity 
of cultural beliefs, values, and worldviews.   
According to Boes, Baxter Magolda, and Buckley (2010) self-authorship is a phase 
of self-evolution; a lifelong developmental process, where self-authoring individuals rely 
less on external sources, and more on  internally coordinating their beliefs and values 
through complex meaning making processes. For self-authoring individuals “the source 
of beliefs, values, identity, and nature of social relations exists inside the person in his or 
her internal psychological world rather than being dictated by those around him or her.” 
(Baxter Magolda & King, 2012b, p. 13). In an intercultural context self-authorship can 
be characterised by the capacity to understand diverse perspectives, use multiple cultural 
frames, and appreciate and embrace differences (King & Baxter Magolda, 2005). As 
such, self-authorship offered a holistic lens to explore early childhood educators’ 
intercultural competence, as they negotiate challenges with cultural diversity and explore 
new cultural understandings and perspectives. This study is the first to examine the 
relationship between early childhood educators’ self-authorship and intercultural 
competence. 
This chapter reviews the literature relating to the theoretical framework of self-
authorship. Section 3.2 outlines the development of the theory of self-authorship. This 
is followed by discussion of the journey towards self-authorship from following formulas, 
to the crossroads, self-authorship, and finally internal foundation in Section 3.3. The three 
dimensions of self-authorship: epistemological, intrapersonal, and interpersonal are then 
discussed in light of relevant literature in Section 3.4. The conceptual integration of the 
theory of self-authorship with Deardorff’s elements of intercultural competence is 
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presented in Section 3.5, alongside a discussion of how this framework addressed a gap 
in the literature. This chapter is then summarised in Section 3.6. 
3.2 THE THEORY OF SELF-AUTHORSHIP  
The developmental theory of self-authorship builds off the work of Swiss 
psychologist Jean Piaget (1952), who identified four increasingly complex schemes of 
children’s reasoning and cognitive growth (Boes et al., 2010). Neo-Piagetian researchers 
(Baxter Magolda, 2001; Kegan, 1994; Kitchener & King, 1981; Perry, 1970) have 
extended on Piaget’s formal operational stage of abstract reasoning, throughout 
adolescence and into adulthood. Kegan and Baxter Magolda’s earlier developmental 
research exploring adult lifespan development was grounded in constructivism. 
Pioneered by Piaget (1952) constructivism is the premise that people create their own 
knowledge in response to their experiences. Although Piaget is often criticised for failing 
to speak to the social factors related to development, DeVries (2000) argues that this is 
mainly due to Piaget speaking as both an epistemologist and a psychologist. When 
speaking from an epistemological standpoint Piaget focused on the individual’s 
development of knowledge, however from a psychological perspective he emphasised 
the central role of social factors in knowledge construction. An example of this is seen 
in Piaget’s early work where he states that “social life transforms the very nature of the 
individual” (p. 210), and “social life is a necessary condition for the development of 
logic” (Piaget, 1928/1995 as cited in DeVries, 2000, p. 190). Thus people create 
knowledge by making meaning of their experiences and reactions to them within a social 
context. As stated by Kegan (1982): 
“The activity of being a person is the activity of meaning making. There 
is no feeling, no experience, no thought, no perception, independent of a 
meaning making context in which it becomes a feeling, an experience, a 
thought, a perception, because we are the meaning making context.” (p. 
11) 
Robert Kegan and colleagues conducted a nine year longitudinal study of adult 
orders of consciousness, tracing the emergence of increasingly complex forms of 
meaning making during adolescence and adulthood, to develop a theory of social 
maturity. Kegan (1994) described five developmental orders of unfolding human 
consciousness or maturity. Table 3.1 overviews the five orders of consciousness and the 
typical age at which they emerge in a predominantly Western population. According to 
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Kegan (1994) the development of higher orders of consciousness involves taking what 
was once subject and making it object. The arrows in Table 3.1 illustrate this 
development. Subject refers to elements of knowing that individuals are embedded 
within or subjected to. For example, young children at the first order of consciousness 
(impulsive mind) may be subject to their emotions or impulses as they do not yet have 
control over them and do not yet have the ability to see them as object. Object refers to 
elements of knowing that individuals can reflect on or take control over. For example, at 
the second order of consciousness (instrumental mind) older children are better able to 
reflect on their impulses and can control their reactions to experiences. Longitudinal 
studies have shown that the majority of the adult population never surpass the third 
order of consciousness (the socialised mind) and an estimated “one-half to two-thirds of 
the adult population” never reach the fourth order of the self-authored mind (Kegan, 
1994, p. 191). The fifth order of consciousness (the self-transforming mind) is 
infrequently reached and only by adults over the age of forty (Kegan, 1994). This thesis 
focuses on the fourth order of self-authorship; at this stage individuals are able to view 
their values, conceptions, relationships, and self as object. According to Kegan (1994) a 
self-authored mind gives individuals the ability to “regulate and create (rather than be 
created by) our values and ideals—the ability to take values and ideals as the object 
rather than the subject of our knowing” (p. 91). Kegan (1994, p. 232) claimed that self-
authorship can allow individuals to be “effectively respectful of diversity” through the 
understanding that the cultural differences we experience are only different because they 
are viewed through the lens of “rightness of our own preferences”. The concept of self-
authorship as extended upon by Baxter Magolda (1999) is discussed in detail throughout 
this chapter.  
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Table 3.1  
Kegan’s five orders of consciousness adapted from Kegan (1994) and Pruyn (2010) 
Order & Development Stage 
(Typical age) 
Subject Object 
1st: Impulsive mind  
(2-6 years) 
Impulses 
Perception 
Movement 
Sensation 
2nd: Instrumental mind 
(6 years-adolescence) 
Needs 
Self-concept 
Desires 
Impulses 
Perceptions 
3rd: Socialised mind 
(post adolescence) 
Values 
Self-consciousness 
Relationships 
Needs 
Self-concept 
Desires 
4th: Self-authored mind 
(variable if achieved) 
Self-authorship 
Identity 
Ideology 
Values 
Self-consciousness 
Relationships 
5th: Self-transforming mind  
(over 40 years if achieved) 
Dialectic between 
ideologies 
Self-authorship 
Identity 
Ideology 
 
Drawing on interview data from her 25 year longitudinal study, Baxter Magolda 
(1998, 1999) took a social constructivist view to focus on the fourth order of self-
authorship, as Kegan’s concept allowed her to holistically understand the contextual 
experiences that her participants described. Baxter Magolda’s (2009b) longitudinal study 
was initially informed by the epistemological development theories of Perry (1970) and 
Belenky, Clinchy, Goldberger, and Tarule (1986), and originally sought to explore the 
role of gender in college students’ epistemological development. Epistemological 
development relates to the ways individuals conceptualise their beliefs about the nature 
of knowledge and knowing (Hofer, 2001). Baxter Magolda’s study used an equal sample 
of men and women, in contrast to Perry’s (1970) sample of Harvard men, and the 
female participants in Women’s Ways of Knowing study by Belenky et al. (1986). Her 
study began in 1986 and followed college freshmen aged eighteen, through adulthood to 
age forty-three. Baxter Magolda (2004) described her participants’ personal 
epistemological development “as socially constructed and context-bound. People 
actively construct or make meaning of their experience—they interpret what happens to 
them, evaluate it using their current perspective, and draw conclusions about what 
experiences mean to them.” (p. 31). This social constructivist perspective informs this 
thesis, through the exploration of how educators make meaning of their social 
experiences with cultural diversity in the context of a kindergarten classroom. 
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As Baxter Magolda’s study extended beyond the collegial years she took a more 
holistic perspective to move beyond the developmental focus on the epistemological 
dimension. Baxter Magolda (1998) detailed the participants’ increasingly complex 
meaning making structures, stating that “Kegan’s concept of self-authorship captured 
much of what the participants experienced in the years following their graduation” (pp. 
145-146). Kegan’s framework allowed Baxter Magolda to understand the interplay 
between the participants’ beliefs about knowledge (epistemological dimension), personal 
identity (intrapersonal dimension), and social relationships (interpersonal dimension) 
and ultimately provided a comprehensive picture of the participants’ journey towards 
self-authorship (Baxter Magolda, King, & Barber, 2012).  
3.2.1 The three dimensions of self-authorship 
Self-authorship incorporates development across the three dimensions: 
epistemological, interpersonal and intrapersonal, and offers a theoretical lens to 
understand the meaning making processes that individuals use to make a wide range of 
decisions (Creamer & Laughlin, 2005). Meaning making is envisioned to move from 
external to internal structures across the epistemological, interpersonal, and 
intrapersonal dimensions. In this thesis, self-authorship theory provided a holistic 
framework to unpack the meaning making processes used by early childhood educators 
in their experiences with cultural diversity. Development in the three dimensions of self-
authorship are detailed separately and discussed in relation to intercultural competence 
below; however it is important to note the interconnected relationship of development 
across the three dimensions (King, 2010). 
Epistemological dimension  
The epistemological or cognitive dimension of self-authorship relates to the 
question of “How do I know?” (Baxter Magolda, 2010, p. 25). There is some debate 
about the terminology used in this dimension. Kegan (1994) originally used the term 
cognitive, however Baxter Magolda refers to this dimension as epistemological. King 
(2010) promotes the term cognitive, aligning with Kegan’s original theory. However she 
stated this choice is “problematic” as “the term ‘cognitive’ conveys a broad set of 
mental activities…whereas the meaning making characteristics described in the 
cognitive dimension are primarily related to one facet of cognition, developing 
epistemologies” (p. 168). This thesis uses the term epistemological, in line with Baxter 
Magolda’s self-authorship research. Using the term epistemological allows a specific 
 46 Chapter 3: Self-Authorship Theory & Literature 
focus on the participants’ personal epistemology which seeks to understand how 
individuals justify, define, develop, interpret, and evaluate knowledge (Hofer & 
Bendixen, 2012).  A focus on the epistemological dimension enables a clear focus on the 
central intercultural competence of being able to consciously shift perspectives between 
multiple cultural worldviews. This ability has been described as foundational to 
intercultural competence (Deardorff, 2004a; King & Baxter Magolda, 2005). 
The term personal epistemology is used to refer to this area of research related to 
individuals’ understandings about knowing and knowledge (Hofer & Pintrich, 2002) . 
The origins of personal epistemology can be traced back to William Perry (1970), who 
detailed a nine point scheme, containing four stages of intellectual and ethical 
development. In the 1950s and 1960s Perry set out to study why college students 
responded so differently to the plurality of university education, however his work 
revealed a framework of epistemological development in late adolescence (Perry, 1970). 
Perry’s framework has been a starting point for many other studies that have shed light 
on the role of personal epistemology in intellectual development (Hofer, 2002). Studies 
using this developmental framework tend to categorise individuals as they move 
through a succession of epistemic phases, moving from black and white views of 
knowledge (objectivist), to a relativist view of multiple sources of knowledge based on 
personal opinions (subjectivist), and then to post-relativism where different viewpoints 
are evaluated and considered (evaluativist) (Kuhn, 1999; Kuhn & Weinstock, 2002).  
Table 3.2 illustrates movement from external to internal epistemological meaning 
making structures in the journey towards self-authorship (Baxter Magolda, 2004b). 
Individuals who use external meaning making structures, view knowledge as certain and 
have a reliance on authorities as the source of knowledge (objectivist personal 
epistemology). At this stage individuals lack an internal basis for evaluating knowledge, 
which often results in externally defined beliefs (e.g., accepting stereotypical cultural 
beliefs that have been presented in the media). As individuals move into the crossroads, 
they have an evolving awareness and acceptance of uncertainty and multiple 
perspectives (subjectivist personal epistemology). Individuals at the crossroads 
experience an epistemological shift from accepting authority’s knowledge claims, to a 
personal process for adopting knowledge. Self-authoring individuals view knowledge as 
contextual and develop an internal belief system through the construction, evaluation 
and interpretation of knowledge claims in light of available evidence and frames of 
reference (evaluativist personal epistemology) (Baxter Magolda, 2004b). As individuals 
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secure their internal foundation, they commit to their internal belief system. Baxter 
Magolda, King, and Perez (2012) described the process as “blurring knowledge and 
sense of self to develop wisdom, which participants described as the ability to ‘know’ 
internally and intuitively because knowledge had become central to the core” (p. 93). 
Table 3.2 
The development of self-authorship in the epistemological dimension adapted from (Baxter Magolda, 
2004b, pp. 12-13) 
 External meaning 
making 
 
Internal meaning 
making 
E
p
is
te
m
o
lo
g
ic
a
l Objectivist: 
Knowledge certain 
(right/wrong).  
Authority as source of 
knowledge. 
Externally defined beliefs. 
No internal evaluation.  
Subjectivist: 
Evolving acceptance of 
uncertainty and multiple 
perspectives.  
Shift towards personal 
processes for adopting 
knowledge claims. 
Evaluativist: 
Knowledge is contextual & 
personally constructed.  
Internal beliefs system to 
evaluate claims against 
evidence. 
 
Although the development of personal epistemology is often characterised by 
stages, it is important to note that an individual’s progression is often recursive 
(Chandler, Hallett, & Sokol, 2002), nonlinear, and dependent on the context and 
domain (Greene, Torney-Purta, & Azevedo, 2010). Baxter Magolda and King (2012a) 
characterised this development as “cyclical, or wavelike…more like a swivelling helix 
than a fixed, straight line” (p. 16). Each individual’s path along the development of an 
epistemological foundation is different, as each individual’s meaning making structures, 
are dependent on their worldview, identity, and relationships with others (Baxter 
Magolda, 2009b). 
Much of the epistemological research discussed above draws on the 
developmental tradition. However, there are several different approaches that are used 
to examine personal epistemologies, according to Lunn, Walker, and Mascadri (2015, p. 
320), these traditions, overviewed in Table 3.3, include: “epistemological development, 
epistemological resources, multidimensional beliefs, and epistemological theories.”  
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Table 3.3 
Traditions of personal epistemology research (Lunn et al., 2015). 
Tradition Definition Examples 
Epistemological 
Development 
Examines how beliefs about knowledge 
and knowing evolve or change over 
time: objectivist  subjectivist   
evaluativist. 
(Baxter Magolda, 2009b; 
Feucht, 2010; Kitchener & 
King, 1981; Kuhn, 1999; 
Kuhn & Weinstock, 2002; 
Perry, 1981) 
Epistemological 
Resources 
Rejects the notion of developmental 
change. Describes a set of cognitive 
resources that are dependent of the 
learning task and grounded in social 
contexts. 
(D. Hammer & Elby, 2002; 
Louca, Hammer, Kagey, & 
Elby, 2004) 
Multidimensional 
Beliefs 
Examine independent, multidimensional 
beliefs that influence learning rather 
than developmental positions. Allows 
for individual variation across 
dimensions. 
(Schommer-Aikins, 2004; 
Wood & Kardash, 2002) 
Epistemological 
Theories 
Examines how individuals’ personal 
theories about knowing and knowledge, 
to understand mechanisms of 
acquisition and change. 
(Hofer, 2001, 2004; Hofer & 
Pintrich, 1997) 
Unlike the epistemological development tradition, which has been discussed earlier in 
this section, the epistemological resources tradition rejects the notion of stage-like 
developmental progression (D. Hammer & Elby, 2002; Lunn et al., 2015). D. Hammer 
and Elby (2002) describe a set of cognitive resources that are available from childhood 
and applied to various contexts in various ways. Resources for understanding knowledge 
include (p. 178):  
 “Knowledge as propagated stuff” knowledge is passed from the source to the
recipient (i.e., because she told).
 “Knowledge as free creations” knowledge does not have any source and is
created in the individuals’ mind (i.e., because I made it up).
 “Knowledge as fabricated stuff” knowledge is further developed from other
knowledge (i.e., because I figured it out from [previous knowledge]).
 “Knowledge as direct perception” knowledge is created through sensory
perception (i.e., because I saw it).
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 “Knowledge as inherent” knowledge is not created; it is innate (i.e., because I
just know).
The multidimensional beliefs tradition also rejects the notion of developmental 
positions. Schommer (1990) was the first to hypothesise epistemological beliefs as a set 
of five related but independent dimensions. The dimensions included three dimensions 
about the nature of knowledge and knowing and two beliefs related to the nature of 
learning and intelligence. These dimensions were later refined by Wood and Kardash 
(2002) to include: 
Dimensions about the nature of knowledge and knowing: 
 Structure of knowledge (e.g., beliefs about knowledge as isolated or integrated
concepts).
 Attainability of truth (e.g., beliefs about knowledge as certain or evolving).
 Knowledge construction (e.g., beliefs that learning occurs through a process
of constructing personal meaning).
Dimensions related to the nature of learning and intelligence: 
 Speed of knowledge acquisition (e.g., beliefs that learning will occur quickly
or not at all).
 Characteristics of student success (e.g., beliefs regarding innate ability).
There has been some debate about the inclusion of the final two dimensions, beliefs 
about the nature of learning and intelligence, in a theory of personal epistemology (Lunn 
et al., 2015). Hofer and Bendixen (2012) claim that the constructs of speed of 
knowledge acquisition and innate ability are not epistemological in origin. They argue 
that although personal epistemology and beliefs about learning are related it is best to 
keep them separate for reasons of clarity and “integrity within the philosophical 
tradition” (Hofer & Bendixen, 2012, p. 233). 
The epistemological theories tradition is based on Hofer and Pintrich’s (1997) review 
of the literature that conceptualised personal epistemology into two paradigms: the 
cognitive development paradigm (e.g., Baxter Magolda, 1992; Perry, 1970) and the 
system of beliefs paradigm (e.g., Schommer, 1990). The review proposed four 
dimensions about the nature of knowledge and the nature of knowing that were 
consistently found in research from both paradigms (Hofer & Pintrich, 1997). As can be 
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seen in Table 3.4 the nature of knowledge involves two dimensions: the certainty of 
knowledge and the simplicity of knowledge. The nature of knowing involves a further 
two dimensions: the source of knowledge and justifications for knowing.  
Table 3.4 
The nature of knowledge and knowing (Hofer, 2004; Hofer & Pintrich, 1997). 
N
a
tu
re
 o
f 
k
n
o
w
le
d
g
e
 Certainty of 
knowledge 
Knowledge is absolute/unchanging (truths exist)     
Knowledge is tentative/evolving 
Simplicity of 
knowledge 
Knowledge consists of an accumulation of isolated facts     
Knowledge consists of highly interrelated concepts (contextual) 
N
a
tu
re
 o
f 
k
n
o
w
in
g
 
Source of 
knowledge 
Knowledge originates outside oneself/ in external authority    
Knowledge is actively constructed through interaction with others 
and the environment 
Justification 
for knowing 
Knowledge justified through observation and authority     
Knowledge is justified through rules of inquiry and 
evaluation/integration of different sources 
 
Educators’ personal epistemologies 
While there is growing research examining the personal epistemological beliefs of 
students and pre-service educators (Baxter Magolda, 2001; Brownlee, 2001; Brownlee, 
Purdie, & Boulton-Lewis, 2001; Chan & Elliott, 2002; Stacey, Brownlee, Thorpe, & 
Reeves, 2005; White, 2000), there is still little research examining practicing educators’ 
beliefs about knowledge and knowing. Fives and Buehl (2004) articulated the need for 
more research on teachers’ beliefs about pedagogical knowledge, and the implications 
this could have on learning and behaviour. Drawing on his 12 cell matrix, Feucht (2011) 
conducted an in-depth qualitative study that investigated the personal epistemology of 
one primary school teacher. The data focused on one 40 minute reading lesson and 
included classroom observations, document analysis, and an individual interview. Feucht 
(2011) found epistemic inconsistencies within and between the data sources and 
articulated the need for teacher training and further research to understanding the 
influence and nature of teachers’ personal epistemologies. Understanding the personal 
epistemologies of practicing teachers is an important area of research as teachers’ beliefs 
are likely to influence students’ learning (Hennessey, Murphy, & Kulikowich, 2013). 
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Research has suggested that evaluativist personal epistemologies may form the 
basis of complex or critical thinking skills. In their research with Norwegian pre-service 
teachers Bråten and Strømsø (2006) found that sophisticated personal epistemologies 
may be related to critical thinking when evaluating Web-based resources. These critical 
thinking skills may also be important for the development of intercultural competence, 
as Martincová and Lukešová (2015) argued that critical thinking can act as a tool for 
managing intercultural conflicts. 
Research in the early childhood context has indicated a relationship between pre-
service teachers’ beliefs about knowing and knowledge, and their understandings about 
children’s learning and pedagogies. In a recent doctoral study Edwards (2014) used self-
authorship theory to explore early childhood educators’ development of a professional 
identity. The results indicated that early childhood educators’ personal epistemologies, 
as evident through their capacity to critically reflect, assisted them to evaluate various 
viewpoints, including research and theory. This critical reflection enabled the educators 
in Edwards’ study to express clear understandings about their practice with young 
children, which related to the perception of their professional identity. Brownlee et al. 
(2010) explored self-authorship in pre-service early childhood educators with a focus on 
the relationship between personal epistemologies, and perspectives on children’s 
learning. Students studying to be early childhood educators, who had complex 
epistemological beliefs, were found to hold multiple perspectives and had more 
sophisticated perspectives regarding children’s learning. The participants in the study by 
Brownlee and colleagues (2010) demonstrated an awareness of multiple perspectives, 
however the data did not provide evidence of enactment of these beliefs.  
Appreciating multiple perspectives through a sophisticated personal epistemology 
is a vital aspect of intercultural competence, however interculturally competent 
educators need to enact this appreciation through respectful interactions with culturally 
diverse children and families. Through the collection of observational data this thesis 
investigated how early childhood educators enact their beliefs about diversity and their 
understandings of multiple perspectives in their teaching practice.  This current study 
will add to the research exploring the potential relationship between teachers’ beliefs 
about knowledge and knowing (epistemological beliefs), and their intercultural practices 
with culturally diverse children. Through the theoretical framework of self-authorship 
the focus of this study extended beyond pre-service teachers’ personal epistemologies 
which have been previously investigated (Brownlee, 2001; Brownlee et al., 2001; Chan & 
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Elliott, 2002; Stacey et al., 2005; White, 2000), to also explore the intrapersonal and 
interpersonal dimensions of practicing early childhood teachers’ intercultural 
competence. This holistic investigation will be the first in the early childhood context to 
explore the interconnected relationship between intercultural competence and the 
dimensions of self-authorship. 
Intrapersonal dimension  
The intrapersonal dimension of self-authorship is tightly intertwined with the 
epistemological dimension.  Baxter Magolda (2003) emphasised “the central role of the 
self in knowledge construction … acknowledging that’s one’s identity is part of 
knowing” (p. 232). The intrapersonal dimension of self-authorship specifically asks the 
question “Who am I?” (Baxter Magolda, 2010, p. 25). The ways in which individuals 
make meaning of their sense of self and internally integrate their identity, is explored in 
the intrapersonal dimension. According to Baxter Magolda (2004b) this “integrated 
identity” is characterised by “understanding one’s own particular history, confidence, 
the capacity for autonomy and connection, and integrity” (p. 6). Table 3. 5 details the 
development of self-authorship in the intrapersonal dimension. 
Table 3.5 The development of self-authorship in the intrapersonal dimension adapted from Baxter 
Magolda (2004b, pp. 12-13) 
 External meaning 
making 
 
Internal meaning 
making 
In
tr
a
p
e
rs
o
n
a
l Lack of awareness of one’s 
own values & identities. 
Identity influenced by 
external pressures/ 
influences due to need for 
others’ approval. 
Evolving sense of identity 
(own & others). 
Tension between external 
and internal definitions of 
self. 
 
Internally defined identity 
regulates interpretation of 
experiences.  
Openly engages challenges 
to one’s views and beliefs. 
 
Individuals who are following external formulas often lack an awareness of their 
own values and social identity. Beliefs are externally defined, with a reliance on approval 
from others, especially those in a position of authority. Tensions between emerging 
internally defined values and external pressures can promote self-exploration and 
development (Baxter Magolda, 2008a). The ability to self-reflect and explore one’s self is 
an intrapersonal strength which can promote development towards self-authorship 
(Baxter Magolda, 2008b).  
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As individuals become self-authoring they recognise the need to take 
responsibility for creating their own identity. Individuals choose their own beliefs and 
values that align with their internally defined identity. Experiences and choices are 
internally interpreted, as individuals come to the realisation that they are not able to 
control reality, but can control their reactions to it (Baxter Magolda, 2008a, 2008b). As 
individuals build an internal foundation there is a shift from creating one’s own identity, 
to developing a personal philosophy to guide actions and decisions, as the internal voice 
shapes individuals’ experiences (Baxter Magolda, King, & Perez, 2012).   
Torres and Baxter Magolda (2004) explored Latino/a ethnic identity development 
in college students. Data from multiple interviews with participants revealed a link 
between ethnic identity development and cognitive development, specifically complex 
reasoning skills. The participants came to understand three challenges in their cognitive 
and ethnic identity development, first that “knowledge is complex and socially 
constructed,” second that the “self is central to knowledge construction”, and third 
“authority and expertise is shared in mutual knowledge construction” (Torres & Baxter 
Magolda, 2004, p. 345). The development of ethnic identity was inextricably linked to 
the development of self-authorship. Two research studies by Pizzolato, Podobnik, 
Chaudhari, Schaeffer, and Murrell (2008) built on the work of Torres and Baxter 
Magolda (2004) to explore ethnic identity in underrepresented students. The studies 
revealed the interrelatedness of intrapersonal and interpersonal development in college 
students. “As ethnic identities were being reconfigured, the degree to which participants 
were able to enact their ethnic identities was bound by the still limited degree of 
development along the  interpersonal dimension” (Pizzolato et al., 2008, p. 316).  
Interpersonal dimension 
The interpersonal dimension of self-authorship asks the question: “What 
relationships do I want?” (Baxter Magolda, 2010, p. 25). Table 3.6 overviews the 
development of self-authorship in the interpersonal dimension. The goal of self-
authorship is to build an interpersonal foundation, characterised by authentic and 
mature interdependent relationships with diverse others and mutual construction and 
integration of multiple perspectives (Baxter Magolda, 2004b). In the journey towards 
this goal individuals begin by following external formulas and often are dependent on 
relationships with similar others as a source of identity. Individuals desire affirmation 
and approval from others to frame their participation in relationships. As individuals 
enter the crossroads there is an evolving awareness of the limitations of dependent 
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relationships and recognition of the need to form one’s own identity in constructing 
independent relationships. Individuals often struggle to extract the self from dependent 
relationships. As individuals become self-authoring they develop a capacity to engage in 
authentic, interdependent relationships with diverse others in which self is not over 
shadowed by the desire for approval from others. Individuals are able to genuinely take 
others’ perspectives into account, without being consumed by them (Baxter Magolda, 
2004b). Committing to one’s internal foundation requires significant reflection, as 
individuals must deal with external influences and tensions to realign relationships and 
“bring the internal voice to the forefront” (Baxter Magolda, King, & Perez, 2012, p. 98). 
Table 3.6 
The development of self-authorship in the interpersonal dimension adapted from Baxter Magolda 
(2004b, pp. 12-13).  
 External meaning 
making 
 
Internal meaning 
making 
In
te
rp
e
rs
o
n
a
l 
Dependent relations with 
similar others.  
Relationships based around 
gaining others’ approval. 
 
Evolving awareness of 
limitations of dependent 
relationships.   
Recognise need to bring 
own identity into 
relationships. 
Meaningful, interdependent 
relationships with diverse 
others.  
Mutual negotiation. 
Self not overshadowed my 
need for approval. 
 
According to Baxter Magolda (2008b) a common misconception of the 
development of self-authorship is that it constrains relationships. However, self-
authorship does not equate to being self-centred, as self-authored individuals frame 
relationships around the notions of mutuality and interdependence (Baxter Magolda, 
2001). Self-authorship acts to enhance authentic relationships, as relationships are built 
around one’s internally defined beliefs which results in “interdependence in which 
parties to the relationship act authentically and support each other in doing so” (Baxter 
Magolda, 2008b, p. 282). This section has discussed the four positions of self-authorship 
(following formulas, crossroad, self-authorship, and internal foundation) in context of 
the three dimensions (epistemological, interpersonal, and interpersonal). The following 
section provides an overview of the positions in the journey towards self-authorship. 
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3.3 THE JOURNEY TOWARDS SELF-AUTHORSHIP 
Self-authorship concerns internal meaning making across three dimensions, 
creating an epistemological foundation, an intrapersonal foundation, and an 
interpersonal foundation (Baxter Magolda, 2008b; Kegan, 1994). According to Baxter 
Magolda (1999) “Self-authorship means believing one can construct knowledge claims, 
make one’s own inner psychological life, and regulate relationships with others to 
maintain one’s own identity. Genuine self-authorship occurs when one reaches self-
authorship in three dimensions” (p. 39). Baxter Magolda’s (1998)  longitudinal study 
revealed connections between the three dimensions of self-authorship; for example 
participants with complex personal epistemologies often had trouble expressing them, 
until they developed complex ways of seeing themselves and relating to others (Boes et 
al., 2010).  Self-reflection can enable individuals to progress through the phases of self-
authorship and towards an internally defined self (King & Baxter Magolda, 2005). 
Baxter Magolda (2001) proposed four phases in the process of self-authorship; 
following formulas, the crossroads, self-authorship, and securing internal commitments 
at the final phase of internal foundations.   
3.3.1 Following formulas 
Following formulas is the initial phase of self-authorship. At this phase individuals 
rely on external meaning making structures, they view knowledge as certain, lack 
awareness of their own social identities, and seek approval from others in their 
relationships.  Individuals who are following formulas often view cultural differences as 
wrong, rather than different (King & Baxter Magolda, 2005).  Baxter Magolda (2001) 
found the participants who followed formulas in her study had great success in group 
integration as it is one of the main social requirements in collegiate life. However, 
following formulas becomes inadequate as individuals encounter situations or 
experiences where there are no formulas to follow. Baxter Magolda (2001) found that 
the complexities of adult life led participants to question the formulas they had 
previously followed.  
3.3.2 The crossroads 
As individuals begin to question their prior beliefs, identities, and relationships 
they are entering what Baxter Magolda described as the crossroads. Individuals at the 
crossroads experience tensions between external structures and the desire for internal 
meaning making, as they start to question the certainty of knowledge and rely less on 
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authorities as they work towards self-definition (Baxter Magolda, King, & Taylor, 
2012a). This increasing uncertainty may allow the individual to understand multiple 
perspectives, and recognise the benefits of cultural diversity (King & Baxter Magolda, 
2005).  
The crossroads has been described as the most significant phase in the journey 
towards self-authorship. Pizzolato (2005) conducted a comprehensive study of over 600 
students to investigate potential crossroads moments. The crossroads are described as a 
“provocative moment that resulted from jarring disequilibrium on the student’s part on 
her or his ways of knowing” (Pizzolato, 2005, p. 625). The participants in a study by 
Torres and Hernandez (2007) experienced a similar disequilibrium as they entered the 
crossroads, and became aware of diverse worldviews, making them question their 
previous beliefs. This movement was often triggered by contextual changes such as the 
end of a relationship or moving to a new location for college. Pizzolato (2005) discussed 
a relationship between provocation and self-authorship, “where provocation was a 
necessary but insufficient condition for displays of self-authorship” (p. 635). This 
highlighted the importance of a supportive environment to help individuals cope with 
the feelings of dissonance often experienced at the crossroads.  Baxter Magolda (2009b) 
discussed the numerous paths her participants took towards self-authorship based on 
their personal characteristics, experiences, challenges, and support structures.  
It has been suggested that self-authorship can be promoted through a supportive 
environment that challenges reliance on authority and promotes complex thinking 
(Baxter Magolda & King, 2004). The role of the environment in this learning 
demonstrates the social constructivist nature of self-authorship. The Learning 
Partnership Model (LPM) developed by Baxter Magolda and King (2004) provides a 
platform to challenge individuals’ conception of reality while providing support to 
enable a shift from dependence on authority to self-authorship. The LPM is based 
around three core assumptions: knowledge is complex and socially constructed 
(epistemological dimension), knowledge is mutually constructed through the sharing of 
authority and expertise (interpersonal dimension), and identity plays a central role in the 
construction of knowledge (intrapersonal dimension). The three assumptions highlight 
the central role of the epistemological dimension and the interplay between the 
dimensions in the holistic development of self-authorship. Through a case study 
approach this study investigated how the support structures and contextual challenges 
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that surround each early childhood educator related to their self-authorship and 
intercultural competence. 
3.3.3 Self-authorship 
After negotiating challenges faced at the crossroads, individuals come to 
reconstruct and reflect on their beliefs about knowledge, themselves, and their 
relationships with others. Torres and Hernandez (2007) found that participants who 
transitioned from the crossroads to becoming self-authored responded to crisis through 
improved methods of decision making, and taking their own needs and values into 
consideration. Conversely, participants who managed crises through avoidance often 
lacked support structures and stagnated in their development. Resolving the dissonance 
experienced at the crossroads is crucial to the development of self-authorship. 
As individuals become the author of their own life, the internal voice becomes 
strong enough to push external influences to the background (Baxter Magolda, 2001). 
Self-authorship requires the individual to restructure their beliefs, identity, and 
relationships to a source internal to one’s self. Securing an internal voice across the 
epistemological, intrapersonal, and interpersonal creates a self-authoring system. This 
system then shapes the way individuals “frame their experience and construct their 
reactions to the external world” (Baxter Magolda, 2008b, p. 279). 
3.3.4 Internal foundations 
The final phase termed internal foundations involves a shift from reconstructing 
beliefs about knowledge, one’s self, and relationships with others, to commitment and 
enactment of these beliefs. This shift is characterised by internal foundations across the 
three dimensions of self-authorship. The epistemological foundation requires the 
development of an internal belief system which is used to evaluate new information and 
knowledge claims. The ability to view knowledge as contextual and evaluate multiple 
sources of evidence, allows individuals to appreciate multiple perspectives and 
worldviews (Baxter Magolda, 2004b). The intrapersonal foundation requires the ability 
to construct one’s own identity in line with internally defined beliefs and values. 
Individuals’ strong sense of self then regulates their interpretation of experiences and 
interactions (Baxter Magolda, 2004b). As individuals secure their interpersonal 
foundation they are able to engage in authentic relationships with diverse others, by 
negotiating mutual needs and desires. This interpersonal development enables 
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individuals to understand the perspectives of others, without the need for approval or 
feeling that their own identity is being threatened (Baxter Magolda, 2004b). 
  Torres and Hernandez (2007) found that the participants who transitioned from 
self-authorship to securing their internal foundations trusted their internally defined 
sense of self to help them make decisions consistent with their cultural identity, needs, 
and values. The participants in Torres and Hernandez’s (2007) study were from 
traditionally collectivist cultures, which highlighted the significant role of culture in the 
development of self-authorship. The study also found that self-authorship development 
was related to students’ recognition of the ways that social structures can oppress 
cultural minorities. These findings highlight the importance of cultural and social 
contexts, and the social constructivist nature of self-authorship. Hofer (2010) described 
the notion of independently authoring one’s life as more congruent with the goals of 
individualistic cultures, arguing that the interpersonal dimension may be salient in more 
collectivist cultures where there is an emphasis on an interdependent sense of self. The 
findings from Torres and Hernandez’s study supported this claim as the students who 
secured their internal commitments never entirely disregarded their family’s 
expectations, but rather began to use multiple perspectives to manage external 
influences (Torres & Hernandez, 2007). The participants in Baxter Magolda’s 
longitudinal study described themselves as living out their internal commitments, and 
experienced an increased sense of freedom that came from trusting their internal voice 
(Baxter Magolda, King, & Perez, 2012). Individuals who are self-authoring and then 
secure their internal foundations are able to use multiple cultural frames and engage in 
meaningful relationships with people from culturally diverse backgrounds (Baxter 
Magolda, 2008b; King & Baxter Magolda, 2005; Pizzolato, 2005). 
3.3.5 The evolution of the theory of self-authorship  
As discussed above, Baxter Magolda (2008a) conceptualised the development of 
self-authorship as a continuum from following formulas, to the crossroads, self-
authorship, and then internal foundations. Although the phases are conceptualised as a 
continuum from external to internal meaning making, Baxter Magolda (2008b) 
described her participants’ development of self-authorship as more complex than a 
linear trajectory and more cyclical or helical in nature as illustrates in Figure 3.1. 
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Figure 3.1. Developmental pathway towards self-authorship (Baxter Magolda & King, 
2012b, p. 18). 
A criticism of Baxter Magolda’s model of self-authorship has been her small 
sample of predominately white, middle class, traditional age students, who attended 
Miami University. This limitation of the theory has made it problematic to generalise 
self-authorship to culturally diverse students or the wider student population. This 
limitation was acknowledged by Baxter Magolda, King, and Barber (2012), and the 
recent Wabash National Study of Liberal Arts Education (WNS) offered an opportunity 
for a more contemporary and diverse sample to explore the development of self-
authorship.  
The WNS was a large mixed methods study with a sample of 4501 students 
attending nineteen colleges and universities in the United States (Goodman, Baxter 
Magolda, Seifert, & King, 2011). The participants in the interviews were selected from 
responses to a quantitative survey and represented six of the nineteen institutions. 
Students of colour were oversampled resulting in more balanced final sample. The 315 
students interviewed as part of the qualitative study identified as: African American (34), 
Hispanic (29), Asian/Pacific Islander (27), and mixed racial heritage (7). In addition the 
sample also included 11 international students and two students born outside the United 
States (Baxter Magolda, King, & Barber, 2012). 
The interview data from the WNS were initially analysed using three 
developmental descriptions of meaning making based on the theoretical framework of 
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self-authorship – meaning making based on external sources (following formulas), 
meaning making based on a mix of external and internal sources (crossroads), and 
meaning making based on internal sources (self-authorship/internal foundations) 
(Baxter Magolda, King, & Barber, 2012). However, as the analysis continued it became 
apparent that the three broad categories did not allow the complexities of students’ 
development to be captured. This led to the conceptualisation of ten positions in the 
development towards self-authorship, described in Baxter Magolda and King’s (2012a) 
monograph Assessing Meaning Making and Self-Authorship. The original three positions 
were expanded to ten positions, three positions in external meaning making, four 
positions at the crossroads, and three positions in internal meaning making. The ten 
positions detailed in the monograph are presented in Table 3.7.  
Table 3.7 
Ten positions in the journey towards self-authorship, adapted from Baxter Magolda, King, Taylor, and 
Wakefield (2012, p. 422) 
External positions Crossroads Internal positions 
 
 Trusting External 
Authority [Ea] 
 Tensions with 
Trusting External 
Authority [Eb] 
 Recognising 
Shortcomings of 
Trusting External 
Authority [Ec] 
 
Predominately External: 
 Questioning External 
Authority [E(I)] 
 Constructing Internal 
Voice [E-I] 
Predominately Internal: 
 Listening to the 
Internal Voice [I-E] 
 Cultivating the 
Internal Voice [I(E)] 
 
 Trusting the Internal 
Voice [Ia] 
 Building an Internal 
Foundation [Ib] 
 Securing Internal 
Commitments [Ic] 
 
Baxter Magolda, King, and Perez (2012) proposed that individuals in the external 
positions initially Trusted External Authority [Ea] and following external without 
questioning this approach. When presented with conflicting external sources, individuals 
begin to experience Tensions with Trusting External Authority [Eb]. These tensions can 
cause individuals to move to the final external position where they continue to use 
external sources but Recognise the Shortcoming of Trusting External Authority [Ec]. As 
individuals enter the crossroads they continue to rely on external sources, yet Question 
External Authority [E(I)] and recognise the need for an internal voice. In the 
Constructing the Internal Voice position [E-I] internal and external meaning making 
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structures are both present, as individuals attempt to overcome the pressure and 
challenges of external sources. (Baxter Magolda, King, et al., 2012a).  
As the internal voice becomes more dominant individuals entered the Listening to 
the Internal Voice position [I-E]. At this position the internal voice was gaining strength 
to overcome the external sources that were still strong. The final position at the 
crossroads, Cultivating the Internal Voice [I(E)] “presents a pathway out of the 
Crossroads and into a more fully developed internal meaning making structure” (Baxter 
Magolda, King, & Taylor, 2012b, p. 78). As individuals developed across the four 
positions at the crossroads they increasingly trusted their internal voice, to better 
manage and critique external influences. 
Baxter Magolda, King, and Perez (2012) went on to detail the three positions that 
make up the internal meaning making positions required for self-authorship and secured 
commitments to one’s internal foundation. As individuals Trust the Internal Voice [Ia] 
they take responsibility for constructing their knowledge, identity, and relationships. 
Once the internal voice is trusted sufficiently, individuals Build an Internal Foundation 
[Ib] to guide reactions to external sources. As the foundations solidify the individual 
transitions to Securing Internal Commitments [Ic], where living out the internal 
foundations becomes second nature (Baxter Magolda, King, & Perez, 2012). Most of 
the participants in Baxter Magolda’s original longitudinal study did not demonstrate 
internal positions until their late twenties and thirties. Very few of the students from the 
WNS were found to be in the internal positions, suggesting that “life experiences had 
not yet promoted this way of making meaning” (Baxter Magolda, King, & Perez, 2012, 
p. 99).   
The suggestion that life experiences can promote the development of internal 
meaning making was of significance to this current study, as early childhood educators’ 
own experiences with cultural diversity were used to unpack their meaning making 
structures and intercultural competence. Understanding the ten positions along the 
helical path, from trusting external authority to securing internal commitments, allowed 
for the intricacies of early childhood educators’ self-authorship and intercultural 
meaning making to be holistically explored. Internally constructing one’s beliefs, 
identity, and relationships is not a simple task, it requires significant reflection to 
continually work through new experiences and tensions with external influences and 
social contexts (Baxter Magolda, King, & Perez, 2012). The social constructivist 
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perspective provided a frame to explore educators’ individual meaning making within 
culturally diverse social contexts.  
3.4 CONCEPTUAL FRAMEWORK 
Through the theoretical frame of self-authorship this thesis presents an 
intercultural competence framework from a social constructivist perspective. According 
to Palincsar (1998), a social constructivist perspective emphasises the interdependent 
relationship between social and individual processes in knowledge construction. In this 
thesis the social constructivist perspective has allowed for exploration of the reciprocal 
relationship between the individual and social processes involved in developing self-
authorship and intercultural competence. This perspective guided the investigation of 
early childhood educators’ individual meaning making within culturally diverse social 
contexts. The conceptual framework presented in Figure 3.2 illustrates the 
interdependent relationship between educators’ development of self-authorship, 
intercultural competence (personal and social level), and interactions and pedagogy with 
children and their families in culturally diverse kindergartens (social context level).  
Self-authorship is at the centre of the framework as it is argued to form the 
foundation for the development of intercultural competence (King & Baxter Magolda, 
2005). The three dimensions of self-authorship: personal epistemology, interpersonal, 
and intrapersonal are presented as overlapping ovals to illustrate that self-authorship 
requires development in all three dimensions. The circle and arrows that surround self-
authorship represents the interconnected relationship between the three dimensions 
(King, 2010) and the importance of ongoing critical reflection. Deardorff’s (2004a) 
elements of intercultural competence are presented in the middle circle and it is 
suggested that these elements may become evident through the development of a self-
authored identity. The outer circle represents the social context to illustrate the 
anticipated positive outcomes that self-authorship and intercultural competence may 
have on educators’ interactions and pedagogy with culturally diverse children and their 
families. The double sided arrows between indicate reciprocal relationship between 
individual and social structures in the social constructivist framework. This conceptual 
framework informed the research design of this thesis, which is discussed in Chapter 4. 
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Self-Authorship 
Personal epistemology 
Interpersonal Intrapersonal 
  
Elements of Intercultural Competence 
Understand others’ worldview 
Cultural self-awareness  
Adaptability 
Skills to listen & observe 
Openness  
Adapts to intercultural  
communication and learning 
Flexibility 
Skills to analyse, interpret and relate 
Tolerating and engaging ambiguity 
Deep knowledge and  
understanding of culture  
Respect  
Cross-cultural empathy 
Understanding the value of  
culture diversity  
Understanding of the role and 
impact of culture and contexts 
Sociolinguistic competence  
Mindfulness 
Withholding judgment 
Curiosity and discovery 
Learning through interaction  
Ethnorelative view 
Culture specific knowledge  
Cognitive flexibility 
Early childhood educators’  
interactions & pedagogy with children  
and families in culturally diverse contexts 
Knowledge is viewed as 
evolving & contextual.  
Interdependent relationships 
with diverse others grounded in 
mutual respect for multiple 
perspectives.  
 
Self is not overshadowed by 
need for approval 
Own values and identity are 
internally defined.  
 
Experiences are interpreted 
through strong sense of self. 
Knowledge is personally constructed  
and justified through evaluation and  
integration of reliable sources. 
Figure 3.2. A social constructivist framework for understanding educators’ intercultural competence. 
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3.5 CHAPTER SUMMARY 
This chapter has critically reviewed the literature related to the theory of self-
authorship. The three dimensions: epistemological, interpersonal, and intrapersonal 
were discussed in Section 3.2, with a particular emphasis on research relating to 
educators’ personal epistemologies. The journey towards self-authorship was then 
detailed in Section 3.3 – from following formulas, the crossroad, self-authorship, and 
finally securing internal commitments. More recent self-authorship research emerging 
from the WNS was the reviewed. Section 3.4 presented the conceptual framework: a 
social constructivist framework for understanding educators’ intercultural competence. 
The framework played in important role in the design of the data collection and data 
analysis, which are discussed in the following chapter. Chapter 4 details the multiple case 
study research design that informs this thesis; this includes the constructivist paradigm, 
multiple case study design, and conceptual structure. The research methods are then 
detailed including the case and participant selection, data collection methods, timeline, 
data analysis, and ethical considerations. 
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Chapter 4: Research Design 
4.1 INTRODUCTION 
This chapter first details the purpose of this current study and the questions that 
guided the investigation in Section 4.2. Section 4.3 then provides a detailed description 
of the constructivist paradigm that informed the research design, followed by details of 
the multiple case study research design, and conceptual structure of the cases. Next, in 
Section 4.4 the research methods are outlined including the case selection, participant 
recruitment, data collection methods, and data collection timeline. This is followed by a 
discussion of the data analysis procedures, strategies for enhancing the validity and 
trustworthiness of this study, and ethical considerations. This chapter is then 
summarised in Section 4.5.  
4.2 RESEARCH AIM & QUESTIONS 
The aim of this multiple case study was to explore five early childhood educators’ 
intercultural competence through the lens of self-authorship. The research questions 
used to uncover the complex issues pertaining to this thesis are:  
1. How do early childhood educators make meaning of personal experiences 
with cultural diversity and how does this relate to their intercultural 
competence? 
2. How do early childhood educators’ intercultural attitudes relate to their 
practice?   
3. How do kindergarten contexts relate to early childhood educators’ 
development of intercultural competence? 
Case study research questions are not just information questions; they aim to 
uncover complex and situated issues. In this current study this translates to the complex 
issue of early childhood educators’ intercultural competence, which is situated within 
early childhood services. Qualitative case researchers make connections between 
everyday practice in natural settings (i.e., early childhood services) and the concepts of 
diverse academic disciplines (Stake, 2003). 
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4.3 RESEARCH DESIGN 
4.3.1 Research paradigm 
A paradigm is a human construction that can be defined as a set of beliefs that 
shape actions (Guba, 1990). Research paradigms define the worldview of the researcher, 
encompassing four elements: epistemology, ontology, axiology (ethics), and 
methodology (Guba & Lincoln, 2005). According to Guba and Lincoln (2005) the 
constructivist paradigm adopts a subjectivist epistemology, relativistic ontology, a 
hermeneutic, intrinsic axiology, and dialectical methodology. Epistemology relates to 
how the researcher knows the world, and the relationship between the researcher and 
the known and unknown. Ontology raises questions about the nature of reality, and 
axiology relates to how the researcher intends to be a moral and ethical person. 
Methodology then focuses on how the researcher can morally obtain knowledge about 
the world (Denzin & Lincoln, 2005).  
This multiple case study takes a constructivist worldview; a philosophical position 
that acknowledges multiple realities through a relativist ontology, and the co-
construction of meaning through a subjectivist epistemology (Denzin & Lincoln, 2005; 
Guba & Lincoln, 2005). The focus in a constructivist approach to research is on the 
“views, values, beliefs, feelings, assumptions, and ideologies of individuals” (Creswell, 
2012, p. 439). The constructivist paradigm is therefore well suited to this current study’s 
exploration of early childhood educators’ process of meaning making in the 
development of intercultural competence through their epistemological assumptions 
and ideologies; intrapersonal beliefs and values; and interpersonal views and feelings.  
As a researcher, it is my epistemological view that experiences are subjectively 
constructed by individuals within their cultural frames, thereby shaping their own 
realities. This involves an understanding that although two individuals may experience 
the same event, their subjective meaning making of that event may vary due to different 
cultural frames, prior experiences, or beliefs, thus affecting their actions and worldviews. 
I view knowledge as a personal and complex human construction, that is subjectively 
influenced, and ever changing. My personal epistemology is well aligned to the 
constructivist paradigm in which this case study is situated. 
 The constructivist epistemology used in this study makes way for a relativistic 
ontology that acknowledges the existence of realities in the form of multiple mental 
constructions based on social and individual experiences (Guba & Lincoln, 2005). This 
  
Chapter 4: Research Design 67 
is in sharp contrast to the positivist/post-positivist view of a singular discoverable reality 
(Lincoln, Lynham, & Guba, 2011). Kincheloe and McLaren (2005) discuss the 
relationship between ontology and epistemology, stating that they are “inextricably 
linked in ways that shape the task of the researcher” (p. 320).  Ontology relates to the 
nature of reality and positions the researcher’s worldviews and assumptions that frame 
their search for new knowledge (Creswell, 2007; Schwandt, 2007). A relativistic ontology 
was demonstrated in this current study through the use of multiple sources of data, 
which provided evidence of the early childhood educators’ differing perspectives of 
intercultural competence. Being an active participant in the research and checking my 
interpretations with the participants allowed me to ensure that my findings are reflective 
of the participants’ own realities (Lincoln et al., 2011). 
Case study research design was chosen to allow for an in-depth understanding of 
how early childhood educators make meaning of their experiences with culturally 
diversity and how this demonstrates and relates to their intercultural competence. Case 
study relies on naturalistic data collection through interviews, observations, and 
document analysis (Angen, 2000; Stake, 1995). As stated previously, a constructivist 
research paradigm relates to a hermeneutic, dialectical methodology. Stake and Usinger 
(2010) define hermeneutics as “the study of the meanings of human action” (p. 219). 
Interpreting the meanings behind the actions of others requires reflection on my 
positionality as a researcher. This reflection has allowed me to understand how my 
interpretations of interview transcripts, field note observations, and analysed documents 
are influenced by my prior experiences and my own worldview. According to Baxter 
Magolda, King, and Barber (2012), biases cannot be separated from the interviewer, 
however reflecting on one’s biases and subjectivities through memo writing allows 
thoughts to be captured and meaning constructed through the data analysis. Dialectic 
methods acknowledge that “reality can only be understood as multifaceted interaction” 
(Crotty, 2003, p. 118). Stake and Usinger (2010) stated that a dialectic report can present 
an argument for multiple viewpoints. Such a notion of reality recognises that conflicts 
and contradictions create an ever-changing view of reality (Crotty, 2003; Smith, 2010).  
Dialectic methods allow the opportunity for both the writer and the reader to 
create their own meaning (O’Connor, 2004). This co-construction of understanding 
between the researcher and the interpreter is also discussed by Stake and Kerr (1995), 
through an exposé on the surrealist art of René Magritte. Stake and Kerr (1995) argue 
that Magritte was a “herald of constructivism”, illustrating the idea that “knowledge is 
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constructed, not discovered, not just conveyed” (p. 55). The cover of Stake’s (1995) The 
Art of Case Study Research displays Magritte’s painting La lunette d’approche (The Field-
Glass). It is argued that this artwork forces the viewer to see the limitations of 
explanation, and begin to construct their own interpretation and reality. Stake and Kerr 
(1995) caution researchers about interpretations and explanations, and discuss the need 
to be aware of the understandings held by the audience, “recognising their appetites for 
argument, history, dialectic and extrapolation” (Stake & Kerr, 1995, p. 60).  
Constructivist case study research thus does not seek confirmation or generalisation, but 
the ability to give the reader insight into the population of cases he or she may already 
know (Stake & Kerr, 1995), or which may be similar to their own (Simons, 2009). 
4.3.2 Case study design 
Case study research design can be underpinned by philosophically different 
positions. Robert Stake and Robert Yin are two prominent authors in the field of case 
study design with contrasting philosophical positions. Brown (2008) argues that Yin’s 
approach to case study has been influenced by scientific methodologies, with language 
that suggests the quantitative paradigm of a positivist. Yin (2003, 2009) details a 
systematic emphasis on rigorous data collection, and careful and articulated data analysis 
for case studies. In his more recent work on qualitative case study, Yin (2012, p. 20) still 
argues that researchers should “do qualitative research methodically”. However, Yin can 
then be seen to remove himself from the paradigm wars (see Datta, 1994) detailing the 
significance of  finding common ground across all methods through “the practices of 
detailing evidence, thinking about rival explanations, seeking results with significant 
implications, and demonstrating investigatory expertise in the subject matter” (Yin, 
2012, p. 287). 
 Stake’s (1995, 2003, 2005) approach is well suited to the research paradigm of this 
current study, as it is underpinned by a more holistic and constructivist methodology. 
As Stake states “The aim of research is not to discover an external reality, for that is 
impossible, but to construct a clearer [experiential] reality and a more sophisticated 
[integrated] reality” (Stake, 1995, p. 101). The inquiry is aimed towards gaining 
understanding, by detailing the cases’ issues and complexities, through “thick 
description” (Stake, 2003, p. 140). The holistic nature of case study supports the notion 
that human behaviour is best understood through real life experiences in social contexts 
(Willis, 2007). Stake (2005) contends that case study is not a methodological choice, but 
a choice of what is to be studied. Stake’s holistic, constructivist approach to case study 
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therefore contributes to the internal coherence of this investigation of early childhood 
educators’ intercultural competence, in the social context of early childhood services.  
This multiple case study explored the complex phenomena of early childhood 
educators’ intercultural competence, through a framework of self-authorship, within the 
context of early childhood services. A multiple case study research design is reflective of 
Deardorff’s (2015) call for research that employs “a more tailored assessment approach 
that takes into account individuals’ different pathways for acquiring intercultural 
competence” and considers “different personal development levels within a more 
holistic framework of lifelong learning.” (p. 4). Further, Deardorff (2006) has suggested 
that multi method approaches, such as case study design, are required to adequately 
assess intercultural competence. As she stated: “One tool or measure is not sufficient to 
measure the complexity of intercultural competence” (Deardorff, 2009b, p. 483). Stake 
(1995) also recognised the complexities that case study design can capture, defining each 
case as “a specific  . . . complex, functioning thing” (p. 2). This study is an instrumental 
case study (Stake, 2003, 2005), as the cases were examined to shed light on the 
phenomenon of intercultural competence. In instrumental case studies, the case plays a 
supporting role, to advance the researcher’s understanding of the specific phenomenon. 
Intrinsic case studies on the other hand, focus on better understanding the case as a 
whole, and the purpose is rarely theory building (Stake, 1995, 2005). When there is less 
interest on the intrinsic case, several instrumental cases may be examined to gain deeper 
understanding of a phenomenon. Stake (2006) refers to this as a multiple, instrumental 
case study.  
4.3.3 Multiple case study design 
The selection of several cases can create a stronger case study, as it allows for 
deeper understanding of a phenomenon, and the potential to theorise about a larger 
collection of cases (Stake, 2005). Yin and Stake offer differing rationales for examining 
several cases. Yin (2003) discusses cross-case synthesis as a process of aggregating 
findings across multiple cases to illustrate similar results and predictable differences. 
Stake (1995) however seeks variety across cases, and suggests that researchers should 
select cases that will provide the best opportunity to learn about the posed research 
questions, rather than provide predictable results. Stake’s (2006) approach to multiple 
case study analysis acknowledges the importance of multiple perspectives, and the 
seldom necessary step of resolving competing claims, stating that contradictions can 
increase the understanding of the research phenomenon. This study examined five 
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diverse cases to allow for richness and depth in the exploration of the personal 
development of intercultural competence in early childhood educators. The diversity of 
each case was reflected through both the characteristics of the early childhood services 
(i.e., size, geographic location, centre philosophy and policy etc.) and also the 
characteristics of the early childhood educators (i.e., experiences, teaching philosophies, 
cultural backgrounds etc.). 
The selection of five cases in this thesis, reflects Stake’s (2006) suggestion that 
fewer than four cases would limit the benefits of multiple case study, as it would not 
demonstrate enough “interactivity between programs and their situations” (Stake, 2006, 
p. 22). The programs in this current study are early childhood services, and the 
situations relate to the political, social, community, and cultural contexts surrounding 
each case. Multiple case study involves an investigation of several cases simultaneously 
or sequentially in an attempt to gain a deep understanding of the research phenomenon 
from various perspectives and in multiple contexts (Stake, 2006). The cases in this 
current study were investigated sequentially over a period of five months, with three 
weeks spent at each site. This period of time allowed sufficient time for me to tell each 
case’s story, through the collection of interviews, field note observations, and document 
analysis. 
An important thing to remember in multiple case study is that each case has its 
particularities, according to the context, the situation, the relationships involved, its 
successes, and issues (Stake, 2006). Although issues were analysed across cases, it is vital 
to avoid grand generalisations that remove the unique contextual factors from each 
individual case. My role as a multiple case study researcher is to investigate how the 
individual situation and context of each case influences the phenomenon of early 
childhood educators’ development of intercultural competence. Stake (2005) suggests 
that a multiple case study can provide trustworthy and valued knowledge about how a 
phenomenon occurs across different contexts, allowing readers to make their own 
naturalistic generalisations and comparisons across cases. 
4.3.4 Conceptual structure of the cases 
The complexity of early childhood educators’ intercultural competence within 
the context of diverse early childhood services can be outlined by a conceptual 
structure. Stake (1995) discusses the conceptual structure as being framed by issues 
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used to organise the case study.  Issues can be seen as abstract problems that highlight 
the phenomenon being studied, according to Stake (1995, p. 17) 
Issues are not simple and clean, but intricately wired to political, social, 
historical, and especially personal contexts . . . Issues draw us towards 
observing, even teasing out, the problems of the case, the conflictual 
outpourings, the complex backgrounds of human concern. Issues expand upon 
the moment, help us see the instance in a more historical light, help us 
recognise the pervasive problems in human interaction. 
Issues can be written as questions or statements. In instrumental case studies the 
issues remain dominant from the start to end. Throughout the process of a case study, 
the issues usually tend to evolve; emerging, growing, and dying (Stake, 1995). At the 
onset of the study issues were identified through prior experience and literature. Such 
issues are referred to as “etic issues brought in by the researcher from the outside” 
(Stake, 1995, p. 20). The etic issues in the current study are derived from my prior 
experience working as an early childhood educator in a culturally diverse setting and 
deep engagement with literature relating to intercultural competence and self-authorship 
in the previous chapters. The initial etic issues have been summarised in Table 4.1.  
Table 4.1 
Initial foreshadowed issues guiding research 
Issue 1 
How do early childhood educators’ cultural identities relate to their intercultural 
competence? 
Issue 2 
How do early childhood educators justify their cultural knowledge in their daily work 
with culturally diverse children and families? 
Issue 3 
What intercultural attitudes do early childhood educators express and how do these 
attitudes facilitate respectful interactions? 
Issue 4 
What knowledge guides early childhood educators’ development of intercultural 
competence? 
 
As this current study progressed into the data collection stage the issues naturally 
evolved, as they were influenced by the emic issues that the participants brought to the 
case. Emic issues are issues that belong to the people who are part of the case. In this 
study emic issues arose through the interviews with the kindergarten teachers and 
directors. The participants’ emic issues are presented in the individual case studies in 
Chapter 5. Stake (1995) suggests that as issues evolve, researchers can begin to relate the 
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emic issues to the etic issues of their discipline, and then restate the issues as assertions.  
For example, directors at one of the kindergartens in this study raised the emic issue of 
intercultural training (see Section 5.2.1). This emic issue was explored across the cases in 
Section 6.4. This contextual emic influence was then discussed in relation to previous 
research and restated as an implication/assertion (etic perspective) in Chapter 7. The 
role of assertions in case study research design is discussed in the data analysis section of 
this chapter. 
4.4 RESEARCH METHODS 
Case studies are a multi-perspective analysis designed to highlight the views of the 
participants by using multiple sources of data. Multiple case study is a multi-perspective 
analysis across diverse contexts and situations. The research methods for a multiple case 
study include; careful case selection, participant recruitment, collection of data from 
multiple sources, triangulation of data within cases, articulating the assertions of each 
case, and cross-case analysis and assertions (Stake, 2006).  
4.4.1 Case selection 
Case selection is an important process that requires careful selection of cases to 
maximise what can be learned about the phenomenon in the period of time available for 
the study (Stake, 1995). In selecting the cases, it is important to remember that “not 
everything is a case” (Stake, 1995, p. 2). As the word implies a case is a thing not an 
action; therefore intercultural competence is not the case, the cases are the early 
childhood educators. The case can be seen as a bounded, functioning, and integrated 
system that allows for opportunities to examine the development of intercultural 
competence (Stake, 1995, 2003, 2005, 2006). Defining the boundaries of the case is a 
key component of quality case study. Boundaries may be framed around time, processes 
and events (Creswell, 2007; Stake, 2005). The boundaries in this current multiple case 
study relate to the selection of five early childhood educators working in five diverse 
kindergarten settings. Data collection was bounded in each setting by a time period of 
three weeks and included interviews with the early childhood educator and kindergarten 
director, field note observations of the daily practice of the early childhood educators, 
and document analysis of policy, philosophy, and learning documentation. 
In order to understand the phenomenon of intercultural competence, a range of 
cases (early childhood educators) were selected to allow for different perspectives on the 
development of intercultural competence and the process of meaning making that 
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ensues. Case study research often employs purposeful maximal sampling, where cases 
are selected that are information rich and will best describe the phenomenon from 
multiple perspectives (Bloomberg & Volpe, 2012; Creswell, 2007).  However, Stake 
(1995) asserts that the most important criteria for selecting cases should be to maximise 
what can be learnt from each case. Identifying a key informant at each case can ensure 
that information is easily assessable (Stake, 1995). The key informants in this current 
study were usually the directors, however in one case there was no director and the early 
childhood teacher (Maria) acted as the key informant. Directors at a range of early 
childhood services were contacted to gain initial consent; early childhood educators 
were then approached to ensure they understood the research project and time 
commitments. This can be seen as convenience sampling as the participants were 
selected because they were willing and available to be studied (Creswell, 2012). 
Convenience sampling is a non-probability sampling strategy, where the results are not 
generalisable to the population, however, as noted previously, case studies are not about 
understanding the wider population; they are about understanding the unique context of 
the case (Creswell, 2012; Stake, 1995, 2006). 
Selection of the cases to be studied required a clear rationale for the purposeful 
sampling strategy (Creswell, 2007). The rationale for case selection in this study was to 
select a diverse range of early childhood educators to allow for a variety of contextual 
factors that could shed light on the development of intercultural competence. However, 
to gain an understanding of this complex development it is vital that participants are 
willing to share this personal information. Therefore, a key criterion in selecting the 
cases to study was to ensure the early childhood educators are willing to participate. 
Second to this criterion, is gaining access to a diverse range of early childhood services 
reflected in their geographic location, enrolment size, and cultural diversity of children, 
families, and staff. Several criteria were employed to identify and select the early 
childhood services included in this thesis: 
 Centre directors gave consent to be interviewed and for the collection of 
documents relating to intercultural competence and cultural diversity such as 
policy, philosophy, minutes from staff meetings, and staff handbook. 
 Registered early childhood educators working in the role of kindergarten 
teachers in Queensland Government approved kindergarten programs gave 
consent to be interviewed and observed in their daily practices over a period 
of three weeks. 
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 Kindergartens located in South East Queensland and Central Queensland 
were contacted to increase the likelihood of the geographic and cultural 
diversity in the sample. 
In Queensland “Kindergarten” refers to the year prior to formal school. Children 
enrolled in kindergarten are aged between 3 and 5 years, and must turn 4 years of age by 
30 June in their kindergarten year. Approved kindergartens in Queensland are offered in 
two main different service types: community kindergarten services and long day care 
(LDC) services. Community kindergarten services are usually not-for-profit 
organisations that operate for school hours (e.g., 8.45am to 2.45pm) during school 
terms. Long day care services are often privately owned and usually operate from 
Monday to Friday for 10-12 hours a day, for at least 48 weeks a year. 
4.4.2 Case recruitment 
After obtaining ethical approval from QUT Human Research Ethics Committee, 
directors of five early childhood services were initially contacted via email, to provide 
initial information about the study. The email contained an attached information and 
consent package for the director and kindergarten teacher (Appendix C). A follow up 
phone call then provided the directors and or kindergarten teachers with further details 
and an opportunity to indicate their interest in participating. A staggered recruitment 
approach was used where additional services were only contacted once directors from 
the initial five services indicated that they did not wish to participate. In total eight 
services were contacted. If the director and kindergarten teacher were both interested in 
the research project a site visit was organised to allow me to meet with the potential 
participants and answer any questions they may have. Written consent was obtained 
during this meeting or at the start of the first day of data collection.  
Although children were not key participants in this research project, their actions 
were observed and used as stimulus for the stimulated recall interviews. As such printed 
information and consent packages were distributed to parents, to reflect the National 
Statement on Ethical Conduct in Human Research’s (2013, p. 8) definition of human 
participation in research. The informed consent form gave parents the opportunity to 
request that their children not be included in any observations, however this was not 
requested by any of the parents contacted in this study. To ensure the privacy and well-
being of all participants and early childhood services involved in this current study, 
anonymity was ensured. The anonymity procedures are detailed in the ethics section of 
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this chapter. As a researcher it is vital to recognise that data collection will involve “at 
least a small invasion of personal privacy” (Stake, 1995, p. 57). It is an ethical 
responsibility to ensure participants’ privacy is respected. Stake and Jegatheesan (2008) 
acknowledge that boundaries of the study may expand and contract, but researchers 
need to follow guidelines to ensure probes are not venturing into the zone of personal 
privacy. Protocols for interviews and observations will also be detailed in subsequent 
sections of this chapter. These protocols guided data collection and helped to ensure 
that my role as a researcher is as unobtrusive as physically possible (Glesne, 2011). 
4.4.3 Participants  
Participants in this current study included five early childhood educators and five 
early childhood service directors and or owners. The participants, early childhood 
services, service types, locations, and cultural demographics of the suburb or town in 
which the kindergarten is located are overviewed in Table 4.2. The cultural 
demographics are from the 2011 Census data (ABS, 2013) and provide an indication of 
the cultural diversity of the community in which the kindergartens are located. Using the 
Australian national statistics as a guide the cultural demographics of each suburb or 
town have been categorised with two colours: green to indicate a higher percentage than 
the Australian average, and red to indicate a lower percentage. Further information 
about the educators’ qualifications and experience is provided in Table 5.1 in the 
following chapter. 
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Table 4.2 
Overview of cases and participants 
Case 1. Heidi 2. Bianca 3. Yoo-Sun 4. Vanessa 5. Maria 
EC service 
Wattle Road 
Early Learning 
Centre  
Red Gum 
Early 
Education 
Centre 
Springtown 
Kindergarten 
Seaside Child 
Care 
Riverwood 
Kindergarten 
Service type 
Privately 
owned and 
operated LDC 
Privately 
owned LDC. 
Operated by 
an EC 
management 
service. 
Community 
kindergarten 
Privately 
owned and 
operated 
LDC. 
Community 
kindergarten 
Location Rural town 
Inner-city 
suburb 
Suburban Rural town Suburban 
Other 
participants 
Ellen 
(Director) 
Bronwyn 
(Owner) 
Sarah 
(Director) 
Carla 
(Director)
  
Elizabeth 
(Director and 
Owner) 
N/A (Maria 
shared director 
role with other 
kindergarten 
teacher) 
Cultural 
demographics 
of the suburb/ 
town (ABS, 
2011) 
Born overseas 
13.6% 
LOTE at 
home 8.7% 
Indigenous/ 
TSI 6.2% 
Born overseas 
19.4% 
LOTE at 
home 10.6% 
Indigenous/ 
TSI 1.9% 
Born overseas 
55.5% 
LOTE at 
home 51.4% 
Indigenous/ 
TSI 0.5% 
Born overseas 
17.1% 
LOTE at 
home 6.8% 
Indigenous/ 
TSI 4.1% 
Born overseas 
32.3% 
LOTE at 
home 38.4% 
Indigenous/ 
TSI 5.8% 
 
Five early childhood educators working in the role of kindergarten teachers were 
the key participants in the study, as they themselves were the individual cases. In the 
Queensland context kindergarten teachers working in Government approved 
kindergartens, are required to be registered with the Queensland College of Teachers 
and hold an approved four year early childhood teaching qualification. There is an 
emphasis on specific early childhood training, with degree qualified primary teachers 
required to participate in the Early Childhood Bridging Program to meet the 
qualification requirements (DEEWR, 2013). Early childhood services with a 
Government approved kindergarten program are required to submit the relevant 
documentation to verify teachers’ qualifications. Qualification and experience data were 
collected from the early childhood educators for demographic purposes.  
Interviews and observations of early childhood educators’ daily practice were used 
to explore their development of intercultural competence. Interviews were focused 
around gaining deeper understanding of the meaning making processes educators are 
engaged with in their development of intercultural competence. Interview questions also 
  
Chapter 4: Research Design 77 
explored the extent to which educators plan for opportunities to teach children about 
respect for cultural diversity. The theoretical framework of self-authorship was used 
during analysis of the interview transcripts to explore the epistemological, interpersonal, 
and intrapersonal elements involved in the meaning making process. The directors of 
the early childhood services were also interviewed in order to understand the contextual 
factors, which may have related the educators’ development of intercultural 
competence. 
4.4.4 Data collection 
Data in this multiple case study were collected through several methods 
commonly used in case study research: observations, interviews, and document analysis 
(Simons, 2009; Stake, 1995). Multiple methods of data collection were utilised to allow 
for methodological triangulation. According to Stake (1995, p. 114) “with multiple 
approaches within a single case study, we are likely to illuminate or nullify some 
extraneous influences,” caused by the researcher’s approach.  
Observations  
Observations have a long standing history in the social sciences and have been 
characterised as “the fundamental base of all research” (Adler & Adler, 1994, p. 389). 
Observations are taken from the moment a researcher enters the site and can increase 
understanding of the “unspoken rules” relating to each case (Simons, 2009, p. 55). 
Writing observations allows the researcher to develop a comprehensive picture of each 
case, by recording events as they naturally unfold. Stake (1995) states that observation 
“lets the occasion tell its story, the situation, the problem, resolution, or irresolution to 
the problem” (p. 62).  
This thesis used a combination of structured and unstructured participant 
observations to document early childhood educators’ daily practice including; 
interactions with children, families and colleagues, outdoor play, indoor play, explicit 
teaching, group time, and mealtimes. Participant observations are characteristically a 
qualitative and interactive experience, where the researcher takes part in everyday 
activities to collect data in a naturalistic manner (McKechnie, 2008). Structured 
observations were recorded using a template designed around Deardorff’s (2006) 
specific elements of intercultural competence (Appendix D). In contrast, the 
unstructured observations were more naturalistic, as they were not constrained by 
predetermined design or intent (Simons, 2009). During the data collection period it was 
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important to remain open to new information and avoid falling into the trap of 
“confirming what we already know” (Simons, 2009, p. 57). 
 Researchers naturally bring with them personally constructed images of what they 
expect to see, the challenge is to not let these interpretations creep into the 
observations. Stake (1995) advises that researchers should keep focused on specific 
events, and be attentive to background conditions, but try not to interpret relationships 
just yet. Making interpretations during the observation period can alter the researcher’s 
objectivity; the key task of observations is thus to remain open to seeing things 
differently, through an unfamiliar lens (Simons, 2009; Stake, 1995). 
Structured and unstructured observations were recorded as hand written field 
notes, ensuring I remained as unobtrusive as possible (Glesne, 2011; McKechnie, 2008). 
This also avoided the distraction that the use of a laptop or iPad may bring to a 
kindergarten classroom. From my personal experience young children are often much 
more interested to see what is ‘going on’ on the screen of a technological device, than 
what is being written on a sheet of paper.  
The collection of observations allowed for a cross-check of data obtained through 
interviews, which can strengthen the validity of research findings (Simons, 2009). Cross-
checks or triangulation also occurred in the other direction as observations were used as 
stimulus for the interviews, to understand the participants’ interpretation of the incident. 
Qualitative researchers have come to expect differences in testimony and observation, 
as “truth has come to be seen as a thing of many parts” (Angrosino, 2008, p. 164). This 
process of cross-checking and triangulation is further discussed in the data analysis 
section of this chapter. 
Individual interviews  
Semi-structured individual interviews were used to collect data from the early 
childhood educators regarding their intercultural competence and self-authorship. One 
30 minute interview was conducted with each of the centre directors to elicit their 
beliefs about cultural diversity in their early childhood service. The kindergarten 
educators participated in one 45 minute individual interview and four to six 10-15 
minute stimulated recall interviews over the three-week period. The rationale for the 
stimulated recall interviews is discussed later in this section. The first interview began 
with a short scenario related to intercultural practice. This was followed by a self-
authorship interview. The stimulated recall interviews occurred after key observation of 
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intercultural practices. The rationales for the scenario interview, self-authorship 
interview, and stimulated recall interviews are detailed below. 
Scenario interview 
Research has indicated that due to the complex nature of the development of self-
authorship some individuals have trouble answering the abstract questions that are often 
used (Brownlee, Boulton-Lewis, & Berthelsen, 2008). Previous qualitative research using 
an embedded scenario has been found to help participants relate to the research 
problem, and engage in deeper discussion of their views (Brownlee et al., 2010; Nist & 
Holschuh, 2005). After a brief introduction the following scenario was read to the 
participants: 
Alia is a four-year old child who has recently been enrolled into a kindergarten program. During 
an orientation visit her mother observes that the children are encouraged by their educators to be 
independent and self-sufficient during meal times. At home Alia is spoon fed at all meal times. For 
Alia’s mother, it is important that this continues at kindergarten. The educators have an understanding 
that the National Quality Framework encourages children to become independent and take increasing 
responsibility for their health and wellbeing. From this perspective, the request that Alia is spoon fed 
may become problematic.  
 What would you do in this situation? Why? 
 Do you think there is a right answer to this situation? (Epistemological) 
 How would you gain more information/knowledge about this situation? 
(Epistemological) 
 Would you seek out someone else’s opinion about this experience? 
(Interpersonal) 
 If this new knowledge or opinion conflicted with your personal beliefs, how 
would you resolve this tension? (Intrapersonal) 
The questions above were asked to unpack the participants’ beliefs and views 
regarding cultural diversity and intercultural practices, and allowed for an exploration of 
the three dimensions of self-authorship (Creamer & Laughlin, 2005). The content of the 
scenario was adapted from Gallen (2013).  
Self-authorship interviews 
The theoretical framework of self-authorship was employed to unpack educators’ 
intercultural meaning making process. There are many challenges associated with 
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coming to understand an individual’s development of self-authorship. A key challenge is 
assessing the meaning making structures rather than content knowledge (Baxter 
Magolda & King, 2012a). This translates to this current study’s aim to explore each early 
childhood educator’s individual intercultural meaning making, rather than their content 
knowledge about intercultural competence. Holstein and Gubrium (1995) assert that 
“important aspects of meaning making remain invisible in interviews with highly 
structured formats” (p. 52). A less confined process of give-and-take interviewing was 
utilised, termed Active Interviewing (Holstein & Gubrium, 1995). 
Active interviewing acknowledges that despite the methodological sophistication 
of standardising and streamlining interviews, the epistemological question of where the 
knowledge is derived from, is often ignored (Holstein & Gubrium, 1995). The active 
interviewer reflects on the interpretive process as the participant and interviewer are 
both involved in making meaning throughout the interview process (Baxter Magolda & 
King, 2007; Holstein & Gubrium, 1995). The interviewer “activates narrative 
production” (Holstein & Gubrium, 1995, p. 40) by guiding the interview and provoking 
responses that are relevant to the research goals.  In active interviews the participants 
and interviewer are collaboratively constructing knowledge. This aligns well to the 
conversational nature of self-authorship interviews, which promote a “learning 
partnership between the interviewer and interviewee” (Baxter Magolda & King, 2007, p. 
491) and this current study’s constructivist paradigm. 
Self-authorship acted as the theoretical framework in this current study, and was 
used to guide the interview schedule, rather than to specifically structure the interview 
questions. The longitudinal Wabash National Study (WNS) by Baxter Magolda and 
colleagues (Baxter Magolda & King, 2012a; Baxter Magolda, King, Taylor, & Wakefield, 
2012; King et al., 2011) did not specifically inquire about self-authorship, however the 
data revealed the students’ approaches towards meaning making, which in turn reflected 
their journey towards self-authorship. A similar approach was used in this study to shed 
light on educators’ intercultural meaning making and self-authorship. 
The interview schedule guided the questions that explored early childhood 
educators’ individual development of intercultural competence. The questions in the 
interview schedule (Appendix E) reflect recommendations from Rubin and Rubin 
(2005) to allow participants to answer questions that reflect their own experiences, and 
avoid closed questions that encourage yes-or-no answers, or elicit opinions. Stake (1995) 
concurs stating that the purpose of an interview is “not to get simple yes and no 
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answers, but descriptions of an episode” (p. 65). The questions were piloted with an 
early childhood educator who is not involved in this study. The process offered me the 
opportunity to practice the role of an active and responsive interviewer, and reflect on 
any issues or challenges that I encounter (Creswell, 2007; Rubin & Rubin, 2005). 
 The interview schedule was divided into the following four sections: 
introduction, intercultural competence, self-authorship and summary.  Demographic 
questions regarding the participants’ and children’s cultural backgrounds served as an 
introductory phase of the interviews. Fontana and Frey (2008) refer to this as “breaking 
the ice” (p. 139) as participants often feel more comfortable answering general questions 
before moving on to more specific topics. Developing rapport with the participants is 
vital in the gathering of in-depth interview data (Simons, 2009). Demographic data 
allowed for the story of the participants to unfold and can explain “what may be 
underlying a participant’s perception” (Bloomberg & Volpe, 2012, p. 105).  
The intercultural competence questions in the interview schedule acted as 
catalysts for participants’ responses, however questions were added or combined as the 
interview unfolded (Holstein & Gubrium, 1995). Rubin and Rubin (2005) refer to this as 
responsive interviewing as the interviewer is actively listening and responding to the 
participant rather than relying on set questions. Baxter Magolda and King (2007) used a 
responsive, active interviewing approach, adapted from Baxter Magolda’s Self-
Authorship Interview, to craft the interview for the Wabash National Study (WNS). The 
interviewers in the WNS consistently asked participants to describe a significant 
experience, the participants were then asked; “how they made sense of the experience, 
and how it affected the way they decided what to believe, how they view themselves, 
and how to construct relations with others” (Baxter Magolda & King, 2012a, p. 33). 
This current study used Baxter Magolda and King (2007) previously successful approach 
as a foundation, by asking participants to describe an important personal experience 
they have had with cultural diversity. Questions similar to those used in the WNS were 
then asked, to unpack the effect of the experience on their beliefs, identity, and 
relationships with others, allowing reflection across three developmental dimensions of 
self-authorship (Baxter Magolda & King, 2012a). The interviews were concluded by 
asking participants to reflect on their personal experiences with cultural diversity, this 
reflection allowed an opportunity for participants to engage in further meaning making. 
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Stimulated recall interviews 
Stimulated recall interviews give a voice to the participants (Dempsey, 2010), to 
allow for insights into how and why they go about everyday practices related to 
intercultural competence. Stake (1995) also contends that stimulated recall interviews 
can increase the validity of key observations, allowing for educators’ own perspectives 
on the event. Stimulated recall interviews occurred after key observations. These 
interviews were 10-15 minutes in duration and allowed the educator to unpack the 
observation from their own perspective. The stimulated recall interviews occurred as 
soon as was possible; this ranged from an hour after the observation to two days after 
the observation. The educator’s own perspective on the observation was first discussed, 
followed by a selection of two or three probes detailed in the table below. 
Table 4.3 
Stimulated recall interview probes 
Meaning making probes aim to unpack 
participants’ thinking and decision making with 
regards to intercultural practices and 
understandings. 
 How did you make sense of this 
experience? 
 Why did you respond in that way? 
 In what way would you have changed 
the outcome of this experience/event? 
Personal epistemology probes aim to explore 
participants’ views about knowledge and 
knowing and their justifications for valuing 
sources of knowledge (Creamer & Laughlin, 
2005). 
 What challenges did you face? 
 How would you gain more knowledge 
about such challenges? 
 What sources would you use? 
Intrapersonal probes aim to explore how 
participants resolve competing views using their 
own personal philosophy (Creamer & Laughlin, 
2005). 
 If someone you trusted had a different 
view on how you should have responded 
to this situation, how would you handle 
these differing viewpoints? 
Interpersonal probes aim to explore 
participants’ communication and collaboration 
with children, families and colleagues (Creamer 
& Laughlin, 2005). 
 Would you seek someone else’s opinion 
about this experience? 
 Would you trust their opinion? Why? 
 How would you use their opinion? 
 
The complete interview schedule and observation template are presented in 
Appendix E and Appendix D. The main issues that were explored in the interviews and 
observations with all participants include: 
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 Personal experience and significant events relating to their work with children 
and families from culturally diverse backgrounds 
 Understandings and knowledge about cultural diversity and diversity 
pedagogies 
 The role of reflective practice in planning learning opportunities to teach 
children/staff about respect for cultural diversity 
 The types of knowledge (i.e., textbooks, philosophies, policies, theories, 
experience) that inform their development of intercultural competence 
 The meaning making process involved in their individual development of 
intercultural competence 
All interviews were audio recorded and transcribed verbatim by the researcher, 
allowing for my initial engagement with the data. Notes were also recorded on the 
individual interview schedules to keep track of non-verbal responses and my evolving 
understandings. The interviews were usually transcribed within 48 hours of the 
interview taking place to allow me capture the “nuances of the interview” (Simons, 
2009, p. 52), and recall the participant’s tone and process of meaning making.  
Document analysis 
Document analysis can create a rich source of data relating to the activities 
surrounding the case (Olson, 2010). The documents that were analysed in this multiple 
case study include centre policies, learning stories, and philosophy documents. Analysis 
of these documents created understanding about the organisational culture, values 
underlying the policies, and the beliefs and attitudes of the document authors (Simons, 
2009). According to Altheide and Johnson (2011, p. 592) “qualitative document analysis 
illustrates the application of an ethnographic ethic and tacit knowledge where the 
emphasis is on discovery and description, including searching for contexts, underlying 
meanings, patterns and processes.” Tacit knowledge relates to the understandings and 
knowledge gained from experience, which is often difficult to express, contrasted with 
propositional knowledge which is seen to be the knowledge expressed through 
interpersonally shared statements stemming from observations of events and objects 
(Stake, 1978). The documents were entered into NVivo and thematically coded. The 
analysis drew on Braun and Clarke’s (2006) phases of thematic analysis, which is 
discussed in more detail in Section 4.4.5. Document analysis generated understandings 
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about the underlying meanings and tacit knowledge regarding intercultural competence 
in the early childhood services. 
4.4.5 Data collection timeline 
Data collection is a complex and time consuming task that requires the 
researcher’s deep engagement at the research sites. Stake (1995) suggests that 
researchers should devise a data gathering plan rooted in the research questions, prior to 
data collection to ensure they remain focused throughout the lengthy process. The 
recruitment of the participants in this study began after ethical approval in October 
2013. Data collection then occurred from the start of February to the end of June 2014.  
A period of three weeks was spent onsite collecting data for each case. Any periods of 
time between site visits allowed for transcription of interviews and field notes, 
preliminary analysis, and compilation of documents.  
4.4.6 Data analysis 
Data analysis involves a “systematic search for meaning” (Hatch, 2002, p. 148) 
and is one of the most important steps in the qualitative research process (Leech & 
Onwuegbuzie, 2007). Yet according to Simons (2009), analysis and interpretation are the 
two least discussed aspects of qualitative case study research. Simons (2009) elaborates 
further discussing the process of analysis;  
I take analysis to mean those procedures – like coding, categorising, concept 
mapping, theme generation – which enables you to organise and make sense of 
the data in order to produce findings and an overall understanding (or theory) 
of the case (p. 117). 
 Simons (2009) then draws a clear distinction with interpretation as; 
Understanding and insight you derive from a more holistic, intuitive grasp of 
the data and insights they reveal…Insights might be evoked through 
metaphors, imaging, reflective thinking, puzzling over incidents and 
observations, exploring alternative interpretations, angles of perception, seeing 
through different lenses, lateral thinking (p. 117).  
Analysis is thus seen as a more formal process, while interpretation is a more 
creative and personal skill set. This is not to say that analysis and interpretation occur 
sequentially, but rather through an interactive, iterative, and reflexive process (Simons, 
2009; Stake, 1995). Denzin and Lincoln (2011) have long referred to this as the art of 
interpretation. Stake (1995) echoes this sentiment referring to analysis and interpretation 
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as an artistic and intuitive search for meaning, while both Cancienne and Snowber 
(2003) and Janesick (2010) use the metaphor of dance to discuss the process of moving 
backwards and forwards through the course of data analysis and interpretation. 
In this current study, the process of interpretation occurred through my deep 
engagement with the data, from the moment I entered the research site, and throughout 
the research project. Analysis on the other hand required understanding of the 
procedures and processes regarding coding, categorising, concept mapping, and theme 
generation. Analysis and interpretation and occurred concurrently as data were coded, 
recoded, and categorised, while my interpretations and understanding of the 
phenomenon of intercultural competence developed. 
My journey towards understanding data analysis began with Stake’s (1995) The Art 
of Case Study. According to Stake (1995) qualitative data analysis is an iterative and 
reflexive process that begins as data are being collected rather than at the end of the 
data collection period. Stake (1995) advocates for four types of data analysis in case 
study research. The first is termed categorical aggregation, where the researcher codes 
data and collects instances from which issue-relevant meanings and categories emerge. 
The second type is direct interpretation where the researcher uses a single example to 
illustrate meaning, this involves a process of pulling apart the data and putting it back 
together in a more meaningful manner (Creswell, 2007). Stake (1995) then looks for 
correspondence or patterns between two or more categories. Strong patterns of 
correspondence can lead to case findings or assertions. Finally, the researcher can form 
naturalistic generalisations from the data analysis. Naturalistic generalisations allow the 
reader to learn from the case and apply this understanding to other cases he or she may 
know. Stake’s four approaches to data analysis can occur in sequence or standalone 
depending on the aim of the investigation. Stake’s approach has been integrated into a 
thematic approach with in overview in Table 4.4. 
According to Abma and Stake (2001) naturalistic generalisations allow the readers 
of the case study “to be in a position to make their own judgments using grounds they 
have already, plus the new data” (p. 10). Stake (1995) provides a clear rationale about the 
role of generalisations in case study stating that “the real business of case study is 
particularization, not generalization. We take a particular case and come to know it well, 
not primarily as to how it is different from others but what it is, what it does” (p. 8). 
Case study thus produces particular knowledge rather than general knowledge. This 
production of particular or concrete case knowledge has been a strong criticism of case 
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study research. However Flyvbjerg (2011) eloquently argued that, “Predictive theories 
and universals cannot be found in the study of human affairs. Concrete case knowledge 
is therefore more valuable than the vain search for predictive theories and universals” 
(p. 304).  
Stake’s (1995) approach to data analysis and generalisations aligns well with my 
research goal, as I was not looking for a predictive theory or universal truth, but rather 
an individual and particular process of intercultural meaning making that the 
participants experience in their specific context. Stake’s (1995) approach to data analysis 
involves coding episodes in the data into categories, then examining the categories to 
find themes. Stake’s approach can be seen as a thematic approach to data analysis, as it 
involves analysing the data to reveal underlying themes surrounding the phenomenon, 
as illustrated in table 4.4. 
All interview transcripts, observations, and collected documents were organised in 
the qualitative data program NVivo (QRS., 2012). NVivo provided a valuable tool to 
sort, code, and compare the data, which then allowed the raw data to become organised 
and potential themes to become more apparent. The data were initially inductively 
coded to gain a broad sense of the educators’ intercultural understandings and practices, 
without trying to fit the data into pre-existing codes. This first phase of analysis 
occurred during the data collection period and allowed for probing questions in 
subsequent interviews. A deductive, theoretical, thematic analytic process, informed by 
Stake (1995) and Braun and Clarke (2006), then allowed for a comparison of the coded 
data with the existing self-authorship and intercultural competence research (Baxter 
Magolda, King, & Barber, 2012; Deardorff, 2004a; King & Baxter Magolda, 2005). 
Table 4.4 integrates Stake’s (1995) approach to data analysis with the six phases of 
Braun and Clarke’s (2006) thematic analytic process, the final column overviews the 
enactment of these processes in NVivo. 
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Table 4.4 
Phases of data analysis in NVivo 
Phases of thematic analysis, adapted from  
Braun and Clarke (2006) & Stake (1995) 
Process in NVivo 
1. Familiarise 
yourself with the 
data 
Transcribe data as soon as 
possible, read and re-read the 
data, take note of initial ideas as 
memos. 
Data transcribed/scanned read and 
reread and memos recorded in NVivo. 
Opportunities for further probing 
interview questions noted. 
2. Generating 
initial codes 
Look for issue-relevant meanings 
and code interesting features of 
the data in a systematic fashion 
across the entire data set; collate 
data relevant to each code. 
Data coded (inductive and deductive) in 
nodes in NVivo. Codebook created to 
cross check codes with research team. 
3. Searching for 
themes or 
patterns 
Look for patterns of 
correspondence between codes. 
Collate codes into potential 
themes; gather all data relevant to 
each potential theme. 
Parent and child nodes created to 
generate node tree and potential themes 
within each case. (See Appendix F for 
node tree).  
4. Reviewing 
themes  
Check themes work in relation to 
the coded extracts/quotes and the 
entire data set. Generate a 
thematic ‘map’ of the analysis. 
Compare to existing SA and IC 
theory. 
Quotes highlighted in NVivo and 
shared with research team to create 
thematic map for each case. Case node 
used to create node tree in NVivo. 
5. Defining and 
naming themes 
Ongoing analysis to refine the 
specifics of each theme, and the 
overall story the analysis tells, 
generate clear definitions and 
names for each theme. 
Illustrative quotes extracted from 
NVivo into theoretical dimensions 
(themes) of self-authorship. 
6. Producing the 
report and 
naturalistic 
generalisations 
Opportunity for final analysis. 
Selection of vivid, compelling 
quotes, to illustrate meaning. 
Final analysis of selected quotes 
with links to the research 
question and literature, to 
produce scholarly report. 
Analysis moved out of NVivo. Specific 
quotes selected for inclusion and 
analysis. Quotes illustrate both 
theoretical and inductive themes for 
each case. Analysis cross checked with 
research team and linked to literature. 
 
The initial five phases of data analysis outlined in Table 4.4 occurred in NVivo 
with the final phase occurring in the writing of the case studies in Chapter 4. As can be 
seen above, data analysis involved a combination of inductive (Phases 1-3) and 
deductive coding (Phases 4-6). Although Table 4.4 presents the data analysis in a very 
linear fashion, in reality it was much more recursive and most phases involved a 
combination of deductive and inductive analysis. As Braun and Clark (2006) remind us 
“It is impossible to be purely inductive, as we always bring something to the data when 
we analyze it” (p. 58).  The analysis was guided by the conceptual framework (Figure 
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3.2) which was informed by Deardorff’s (2004a) elements of intercultural competence 
and Baxter Magolda’s theory of self-authorship and its three dimensions: personal 
epistemology, interpersonal skills, and intrapersonal identity. 
The theoretical framework of self-authorship has been developed extensively over 
the last 15 years (Baxter Magolda, 1998, 2001, 2008b, 2009a; Baxter Magolda & Crosby, 
2011; Baxter Magolda & King, 2007, 2012a; Creamer & Laughlin, 2005; Kegan, 1994; 
King & Baxter Magolda, 2005; King et al., 2011; Pizzolato, 2005; Torres & Baxter 
Magolda, 2004). More recent research has expanded on the meaning making structures 
in the journey towards self-authorship, detailing 10 developmental positions along a 
helical continuum (Baxter Magolda, King, & Barber, 2012). These mirror Perry’s (1970, 
1981) description of the evolution of his cognitive and ethical developmental positions. 
The 10 positions detailed by Baxter Magolda and King (2012a) were used as an 
analytical tool during the second phase of analysis to code early childhood educators’ 
intercultural meaning making. Although self-authorship is a personal journey, this study 
also examined the common themes across cases and the contextual factors relating to 
each case through the process of cross-case analysis. 
In coming to understand the process of cross-case analysis I again turned to Stake 
(2006), who describes multiple case study as a flexible research design achieved through 
the following steps; case selection, data collection across the cases, triangulation of data 
within cases, articulating the case assertions (findings), cross-case assertions (Stake, 
2006). Simons (2009) discusses cross-case analysis as a process of generating themes and 
patterns across cases that may have relevance in contexts of a similar nature.  
Stake’s (2006) approach to cross case analysis can be described as case-oriented 
analysis, where the central question is in what ways the cases are alike. In this thesis the 
intercultural case themes were organised and analysed in a 5x3 table (see Table 6.1, 
Chapter 6) to allow the commonalities and differences to become apparent. The five 
columns presented the intercultural elements evidenced in each case, while the three 
rows organised the data into the dimensions of self-authorship. This process of cross 
case analysis allowed for new understandings about the interplay of the three 
dimensions of self-authorship with Deardorff’s intercultural elements, across the five 
cases. According to Khan and VanWynsberghe (2008, para. 1) cross-case analysis 
enables researchers to explore the “combination of factors that may have contributed to 
the outcomes of the case, seek or construct an explanation as to why one case is 
different or the same as others, make sense of puzzling or unique findings, or further 
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articulate the concepts, hypotheses, or theories discovered or constructed from the 
original case.”  
4.4.7 Validity 
Validity in interpretive qualitative research is based on “a judgement of the 
trustworthiness or goodness of a piece of research” (Angen, 2000, p. 387). It was 
important to establish the validity of this study in the selection of research methods and 
the integrity of the final conclusions. Creswell (2007) details eight validation strategies 
including: prolonged engagement and persistent observation in the field, triangulation, 
peer review, negative case analysis, clarifying researcher bias, member checking, rich 
thick description, and external audits. Creswell (2007) recommended that qualitative 
researchers employ at least two strategies to increase research validity. In this current 
study, I utilised four of the suggested validation strategies: triangulation, rich thick 
description, member checking, and clarifying researcher bias through researcher 
reflexivity. 
Triangulation involves a process of considering multiple perceptions, and using 
different sources and methods to clarify meaning and provide corroborating evidence 
(Creswell, 2007; Stake, 2005). This study used methodological triangulation, to increase 
the validity of my interpretations through multiple methods of data collection. For Stake 
(1995), the term triangulation is derived from celestial navigation, where points of 
intersection infer location. The location in case study research is the meaning, as Stake 
(1995) states “we assume the meaning of an observation is one thing, but additional 
observations give us grounds for revising our interpretation” (p. 110). I interpret 
triangulation to be a search for meaning that is dynamic, moving with each new 
interpretation, rather than a search for a single truth. Through this reflexive process of 
triangulation I endeavoured to “present a body of uncontestable description” (Stake, 
1995, p. 110). For example, the inclusion of long quotes in Chapter 5 has allowed for 
thick and rich description, which provides the reader with in-depth understanding of the 
phenomenon. Naturalistic generalisations presented throughout the narrative of the 
cases allow the reader to make their own decisions regarding the transferability of my 
findings (Creswell, 2007; Stake, 1978). The presentation of multiple and contrasting 
perspectives has contributed to what Geertz (1973) termed “thick description” (p. 6).  
Understanding of multiple perspectives was achieved through the process of 
member checking. Lincoln and Guba (1985) consider member checking to be “the most 
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critical technique for establishing credibility” (p. 314). Stake (1995) also promotes the 
importance of this technique stating that participants “play a major role in directing as 
well as acting in case study. . . They also help to triangulate the researcher’s observations 
and interpretation” (p. 115). Member checking was achieved by providing participants 
with copies of the transcripts to allow them to check for accuracy and credibility 
(Creswell, 2007). Clarifying researcher bias also increases the credibility of this study, by 
allowing the reader to understand my positionality. The following section details my 
personal past experiences, biases, prejudices, and orientations that may influence my 
approach to this study (Creswell, 2007) 
4.4.8 Researcher reflexivity 
Recognition of the significance of the self within research is referred to as 
researcher reflexivity (Alvesson & Sköldberg, 2009). Reflexivity as a researcher requires an 
active process of reflecting on my actions, beliefs, and biases, and an understanding of 
how they influence my approach to this current research (Simons, 2009). Altheide and 
Johnson (2011) suggest that reflexivity allows researchers to increase their 
accountability, “. . . thereby sharing our experiences with the reader . . . to locate inquiry 
within the process and context of actual human experience” (p. 592). 
As a reflexive researcher, I acknowledge how my own previous experience 
working as an early childhood educator in a culturally diverse kindergarten setting has 
influenced my beliefs and assumptions regarding early childhood education. I have 
always had a fascination with diverse cultures and through my experiences of travelling 
and living abroad, both as a child and adult, I feel I am open to diverse worldviews. 
However, my engagement with the vast literature surrounding intercultural competence, 
has allowed me to reflect on my own teaching and question the extent to which I was 
evidencing intercultural competence and practices in my own teaching practice.  
Writing this thesis has been a highly reflective process.  I have reflected on new 
understandings, and at a deeper level than before as I have questioned and come to 
understand the very way I view knowledge and reality itself.  Roulston et al. (2008) 
discuss critical self-reflection as a step towards developing reflexive research practice. 
Writing notes and concept mapping in a reflective journal throughout this research 
process allowed me to critically document and attend to my own biases and 
subjectivities as they arose. The journal also allowed me to keep track of new insights, 
interpretations, and ideas for future research. 
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4.4.9 Ethical considerations 
Researchers are morally bound to conduct ethical research that minimises the risk 
of possible harm to those in the study (Bloomberg & Volpe, 2012). Simons (2009) 
discusses this as the fundamental ethical principle of “do no harm” (p. 96). This study 
has ethics approval obtained through the QUT Human Research Ethics Committee. A 
requirement of any ethical research is informed consent. Wiles (2013) states that 
“Informed consent is a central concept in ethical research practice and is one of the key 
principles underpinning professional guidelines for social scientists” (p. 25). Informed 
consent involved providing participants with detailed and clear information about the 
research project so they can decide if they want to participate. Centre directors were 
initially contacted through an information letter and phone call to gain initial consent. 
Participant information and consent letters were then distributed to the early childhood 
educators. Informed consent packages were also provided to all parents to ensure they 
were aware of the researcher’s role observing the classroom and that the observations 
would not include children’s real names or photographs. The consent form gave parents 
the opportunity to request that their child was not mentioned in any observations.  
According to Wiles (2013), researchers have a duty of confidentiality to ensure 
identifiable information collected about the participants is not disclosed. Offering 
confidentiality to the participants can help to increase trust, and allow for open and 
honest dialogue (Simons, 2009). Confidentiality is closely connected to anonymity, 
although anonymity does not ensure confidentiality. Anonymity was ensured through 
the use of pseudonyms for participants, early childhood services, and the children who 
were observed. Member checks allowed the participants to check for any specific 
information that they did not wish to be disclosed. Participants had a right to privacy, to 
avoid unwanted exposure (Glesne, 2011; Stake & Jegatheesan, 2008). 
Privacy is a personal and situational concept, and the personal and reflective 
nature of the interviews in this current study, had the potential to encroach on some 
participants’ zone of privacy. The interview schedule served as a guide to keep the 
questions focused on the research topic, and avoid personal probes. According to Stake 
and Jegatheesan (2008), “The topical boundaries of any naturalistic study will expand 
and contract, but guidelines and precedents should be part of the preparation of the 
interviewer” (p. 5). This current study respected the privacy of participants by keeping 
to the research schedule and avoiding questions that were not connected to the research 
topic. 
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4.5 CHAPTER SUMMARY  
This chapter has outlined the multiple, instrumental case study research design for 
this current study. The stages of the research inquiry have been outlined, through the 
research design and research methods. The research design section focused on 
justification and explanation of the case study approach, and the conceptual structure 
surrounding the study. The research methods then detailed the selection of cases, 
participants, data collection methods, data analysis, and validity. Finally, the ethical 
considerations of the current research study were outlined. Chapter 5 will present the 
case by case analysis of the data from each of the five cases.  
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Chapter 5: Case by Case Analysis 
5.1 INTRODUCTION 
This chapter presents the case by case analysis of the data from each of the five 
cases. Two of the three research questions are addressed in this chapter. The first 
question addressed is: How do early childhood educators make meaning of personal 
experiences with cultural diversity and how does this relate to their intercultural 
competence? The second question addressed in this chapter is: How do early childhood 
educators’ intercultural attitudes relate to their practice? The third research question 
how do centre specific contexts relate to early childhood educators’ development of 
intercultural competence? is briefly explored in the context summary, to highlight the 
potential interactions between the individual case and its context (Stake, 2006). The 
third research question will be explored in more detail through cross case analysis in 
Chapter 6. The questions are examined through the theoretical lens of self-authorship, 
allowing for exploration of the nature of the teachers’ personal epistemological, 
interpersonal, and intrapersonal beliefs. 
Through the analytical lens of self-authorship, the teachers’ personal 
epistemological, interpersonal, and intrapersonal beliefs are explored in three sections. 
The data were initially analysed inductively to allow for a holistic understanding of each 
teacher’s intercultural beliefs and meaning making of experiences with diversity. The 
data were then deductively analysed using Baxter Magolda’s theory of self-authorship 
and Deardorff’s (2004a; 2006) specific elements of intercultural competence as 
discussed in Chapter 3. Thematic analysis of the interview data explored the first 
interview question by interpreting the teacher’s meaning making of experiences with 
cultural diversity, and intercultural teaching philosophies. The second research question 
is addressed through analysis of the interview and observational data which provides 
contextual evidence of the teacher’s intercultural competence and classroom practice. 
Each case is then concluded through a summarising discussion of the teacher’s 
intercultural competence using the lens of self-authorship. 
The five case studies are presented using the following organisational structure. 
Each case study begins with an introduction to the teacher and her background, and an 
overview of the data collected. The kindergarten setting is then described using 
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demographic information about the cultural diversity of the population in the area. This 
is followed by thematic analysis of the interviews with the director and/or owner of the 
early childhood service and thematic content analysis of the documents collected. Each 
case is then summarised through a brief discussion of the interconnections between the 
dimensions of self-authorship and elements of intercultural competence. The potential 
interaction between the educators’ intercultural competence and the context of the case 
then concludes each case study.  The contextual data will be further analysed in the 
cross case analysis chapter, to allow for a deeper understanding of the potential 
interactions between the cases and their cultural, social, and community contexts (Stake, 
2006).  
Table 5.1 provides an overview of the five cases, including the kindergarten 
teachers, early childhood services, service types and other participants (director and or 
owner/licensee). The cases reflect a purposeful sample to allow diversity across the 
cases.  
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Table 5.1 
Overview of cases and participants 
Case Qualification/s Experience EC service Service type 
Other 
participants 
1 
Heidi 
Bachelor of 
Learning 
Management & 
Early Childhood 
Bridging Program 
1 year (EC) Wattle Road 
Early 
Learning 
Centre  
Privately 
owned and 
operated long 
day care service 
Ellen 
(Director) 
Bronwyn 
(Owner) 
2 
Bianca 
Bachelor of 
Teaching (Early 
Childhood) & 
Early Childhood 
Bridging Program 
3 years (EC) 
10 years 
(Primary) 
Red Gum 
Early 
Education 
Centre 
Privately 
owned long 
day care 
service. 
Operated by an 
EC 
management 
service 
Sarah 
(Director) 
3 
Yoo-
Sun 
Bachelor of Early 
Childhood 
Education & 
Master of 
Education 
14 years 
(EC) 
Springtown 
Kindergarten 
Community 
kindergarten 
Carla 
(Director)
  
4 
Vanessa 
Bachelor of 
Education & 
Early Childhood 
Bridging Program 
2 years (EC) 
7 years 
(Primary) 
Seaside Child 
Care 
Privately 
owned and 
operated long 
day care service 
Elizabeth 
(Director and 
Owner)  
5 
Maria 
Bachelor of 
Education (Early 
Childhood) & 
Diploma of 
Children’s 
Services 
13 years 
(EC) 
Riverwood 
Kindergarten 
Community 
kindergarten 
n/a 
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5.2 CASE 1: HEIDI  
At the time of the interviews and observations Heidi had been working in her 
current position as the kindergarten teacher at Wattle Road Early Learning Centre 
(ELC) for just over one year. Heidi completed her Bachelor of Learning Management 
almost a decade ago but due to personal circumstances chose not to work in the 
education sector. After her own two children attended kindergarten, she decided to 
complete the Early Childhood Bridging Program to meet the qualification requirements 
to become a kindergarten teacher.  
Heidi is in her early thirties and was born in Australia to parents of European 
descent. Heidi identified her religion as Church of England although she stated during 
the interview that her family is “not a very religious family at all” (Heidi, Interview 4). 
Heidi always appeared comfortable during the interviews and openly reflected on her 
teaching, personal beliefs, home life, and relationships with children, families and 
colleagues. Interviews were conducted in the kindergarten at various times and locations 
that were convenient for Heidi. 
The data analysed in this case were collected through six individual interviews 
with Heidi; one interview with Ellen, the centre director; one interview with Bronwyn, 
the owner/licensee; 30 hours of classroom observations over a three-week period; and 
thematic analysis of policy, philosophy, and programming documents. An overview of 
the participants and data in this case is presented in Table 5.2. 
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Table 5.2 
Overview of data collected at Wattle Road Early Learning Centre 
Interviews Observations Documents 
Heidi (Teacher) 
 1 scenario interview 
 4 stimulated recall 
interviews 
 1 summarising self-
authorship interview 
Ellen (Director) 
 1 individual interview 
Bronwyn 
(Owner/Licensee) 
 1 individual interview 
30 hours of observations 
including: 
 Free play (indoor/outdoor) 
 Meal times 
 Rest time 
 Children’s arrivals and 
departures 
 Focused teaching 
 Visit from guests 
Kindergarten goals 
Kindergarten philosophy 
Learning stories 
Policy documents 
 Programming 
 Anti-bias/inclusion 
 Multicultural/diversity 
 Enrolment process 
 Orientation 
Yarn Up booklet 
 
5.2.1 Kindergarten: Wattle Road Early Learning Centre 
Wattle Road Early Learning Centre is a privately owned and operated early 
childhood service (long day care) licensed for 88 children aged from 6 weeks to 5 years. 
The service has a Queensland Government funded kindergarten program and is located 
in a small town in Central Queensland. Figures from the 2011 Census of Population and 
Housing revealed the population of the town has grown by 48.3% since 2006 (ABS, 
2007; 2013)1 Much of the population growth can be attributed to young families with 
10.2% of the population aged 0-4 years and 48.0% of the families consisting of couple 
families with children. The number of residents who speak a language other than 
English at home has increased from 355 (6.3%) in 2006, to 732 (8.7%) in 2011. 
Indigenous and Torres Strait Islanders comprised 6.2% of the population and 86.4% of 
the population were born in Australia. These figures illustrate the changing 
demographics of this small town and imply the importance of ensuring young children 
develop respect for cultural diversity and learn to become interculturally competent. 
The foyer at Wattle Road ELC appears bright and welcoming and is adorned with 
multicultural artefacts. A large wooden bookshelf holds numerous brochures related to 
                                                 
 
1
 To protect the privacy of participants and ensure the location of the early childhood services remains 
anonymous, general ABS citations have been included rather than identifiable URLs. 
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health, community support, and extra curriculum activities for children and families. On 
the wall is a large canvas painting that combines elements of the Indigenous and Torres 
Strait Island flags, beside this hangs an acknowledgement to the traditional owners of 
the land, the Darumbal people.  A discussion with Ellen, the centre director revealed 
that the artwork is a product of recent professional development at the service. Several 
educators attended Yarn Up Tok Blo Yumi training, which is a collaborative project 
between Workforce Council, Indigenous Professional Support Unit, and the 
Department of Education and Training. According to the project organisers, the action 
learning program aims to build cultural competence and develop inclusive environments 
in early childhood services, while developing participants’ understanding of Aboriginal 
and Torres Strait Islander culture, community and history (Secretariat of National 
Aboriginal and Islander Child Care, 2013).  
Although Heidi did not attend the Yarn up training, the impact of the 
professional development day continued in the kindergarten room where a large 
multicultural wall shares information and photos about the children’s diverse cultural 
backgrounds. Heidi, the kindergarten teacher believes the multicultural wall allows the 
whole class to celebrate the different cultures in the room. The wall also creates 
awareness and allows families to share cultural information. 
People weren’t aware of all the different cultures we have here. So it’s our way 
of involving the families…2 we have got a little girl who is Maori and she wears 
the greenstone, so we spoke to her mum about the meaning behind the 
greenstone, just to get families involved and to celebrate their cultures. I think 
it’s really cool that we’ve got so many different cultures in our room and we can 
celebrate them. (Heidi, Interview 5) 
This appreciation and celebration of diverse cultures is also reflected in Wattle 
Road ELC’s policy statement. 
Wattle Road ELC recognises that Australia has a myriad of cultures and 
between cultures there is diversity however we also recognise that within each 
sub set there is uniqueness and diversity.  We aim to foster an environment that 
supports each child to form an awareness of the subtleties and continue the 
acceptance of other others differences as part of our society, allowing diversity 
                                                 
 
2
 Ellipses […] are used to indicate that words or phrases have been removed from quotes. The 
removed text was not central to the meaning and care was taken to avoid altering the meaning of 
participants’ responses.  
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in cultures through integration of multiculturalism across our holistic approach 
to education and care. (Wattle Road ELC Multicultural/Diversity Policy 
Statement, 2014) 
The above policy statement demonstrates the centre’s commitment to creating a 
welcoming environment for children and families from diverse cultural backgrounds. 
The statement also reveals the author’s understanding of the individual nature of culture 
and the importance of holistic education including the development of children’s 
cultural identities and cultural awareness. Bronwyn, the owner and licensee of Wattle 
Road ELC echoed this understanding of this individualised nature of cultural diversity 
in her interview. 
I think cultural diversity starts from each individual and not necessarily, it 
doesn’t just come from a race. I believe that each culture, each individual within 
a certain race or within a certain location is influenced by their background. So 
that is their cultural diversity. So you may come from the one area, but because 
of your different influences, your upbringing, access to different resources, 
ability, you know your parents’ education, your education, your exposure, 
positive, negative influences, that then creates your culture. Yes, you can have 
the culture of your religion, or the culture of your beliefs, or the culture of your 
heritage. That’s also an influence, but then each of those groups is a variable as 
well. So I think it’s about recognising that there’s substance within in each 
group, and each group has some similarities, but you can’t really make a 
generalisation. You really do need to look at their family, and delve into them as 
an individual, on a child to child basis, so you learn about them. I think that is 
displayed throughout the centre and that our educators, through their training 
and things have, are matured to that stage now and have realised that it’s not 
just about being Aboriginal or Indian or being Italian, or whatever your 
background. It is about who you are as a person and what cultural influence has 
had on your outcomes. (Bronwyn, Owner/Licensee Wattle Road ELC)  
The above quote demonstrates Bronwyn’s understanding of the individualised 
nature of culture and the various influences one’s life can have on the development of 
cultural identity. This understanding is related to the ability to see culture as dynamic 
and specific to the individual, rather than static and generalisable across a cultural group 
(C. Bennett, 2001; Deardorff, 2004b). Bronwyn sees culture as more than just ethnicity 
or religion, but rather a combination of positive and negative influences including 
upbringing, beliefs, education, socio-economic status, access to resources, ability, and 
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location. She also discusses the importance of communicating with families to gain 
individual cultural knowledge that is specific to the child and their family, rather than 
applying generalised knowledge to the whole culture. Bronwyn believes that training 
opportunities have enabled the educators at Wattle Road ELC to reflect the same 
individualised view of cultural diversity.  
The director, Ellen discussed the changing cultural demographics at Wattle Rd 
ELC and the strategies and resources that the educators draw on to create a welcoming 
environment for all children and their families. 
Well a lot of families are speaking English [as a second language] and we have 
asked them if they would like us to introduce, or to carry on their [home] 
language here at the centre, or if we could get key words like food, toilet, water, 
but a lot of the families have stated that they want their children to learn 
English, they speak enough of their own language at home and they want their 
child to be part of the community and speak English with the other children 
around. We have had one incident with a child who didn’t speak any English. 
In that circumstance we contacted Noah’s Ark to try and get a translator, but 
because it was a very rare dialect in India, it was very hard to find a translator, 
then by the time we managed to get one, the family had got a job transfer and 
had moved away. But as much as possible we include their culture into our 
programming with special ceremonies, if they celebrate Ramadan, Lent and all 
of the other special celebration that they have, we try to include as well and of 
course we try to make sure we’ve got posters, multicultural posters, dress ups, 
home corner foods and try to include as much as we can into the centre. (Ellen, 
Director Wattle Road ELC) 
The above quote demonstrates Ellen’s respect for children’s home language and 
willingness to accommodate children from diverse cultural backgrounds. Although the 
inclusion of cultural celebrations, and multicultural toys and resources can be seen as 
tokenistic, this may not be the case when included as part of a philosophy and program 
that promotes interculturally competent attitudes and understandings. Ellen also 
discussed the importance of drawing on community organisations such as Noah’s Ark 
for cultural resources and interpreters. Noah’s Ark is a not for profit community 
organisation that provides services and support to include families of children with 
diverse needs in Early Childhood Education and Care services (Noah's Ark, 2013). This 
demonstrates Ellen’s respect for other cultures as she makes adjustments to the 
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environment (Deardorff, 2006) at Wattle Road ELC, in her endeavour to ensure 
culturally diverse children and their families feel included.  
This section has provided contextual information regarding Wattle Road ELC. 
The statistical demographics demonstrated the changing social and cultural trends in the 
small community and the importance of developing intercultural competence in early 
childhood settings. The intercultural views of Bronwyn, the owner/licensee and Ellen, 
the director have been explored alongside thematic analysis of the policy documents and 
observations, illustrating the inclusive and welcoming environment at Wattle Road ELC. 
Case studies aim to explore the interactivity between programs and situations (Stake, 
2006). The inclusion of this section allows the reader to appreciate the potential 
interactions between the program (Heidi’s kindergarten classroom), and the cultural, 
social and community contexts in which Wattle Road ELC is situated.  
5.2.2 Heidi’s meaning making of experiences with cultural diversity 
This section explores the ways in which Heidi makes meaning of personal 
experiences, including experiences with cultural diversity through the theoretical 
framework of self-authorship. The analysis will focus around the three dimensions of 
this theory. These dimensions include Heidi’s personal epistemology or meaning making 
of knowledge claims, interpersonal meaning making, and intrapersonal meaning making 
in the context of a culturally diverse kindergarten setting. Heidi’s intercultural 
competence and enactment of intercultural pedagogies is discussed throughout the three 
dimensions. 
Personal epistemology 
The following section explores Heidi’s personal epistemology and how she makes 
meaning of knowledge claims in a culturally diverse kindergarten. Data analysis from the 
individual interviews indicates, overall, internal meaning making through her evaluativist 
personal epistemology; where knowledge is viewed as tentative and personally 
constructed, and evidence is used to justify and evaluate knowledge claims (Brownlee et 
al., 2010). Throughout the interviews Heidi discusses her personal philosophy to 
question everything, as illustrated in the quote below. 
I think it’s, personally I don’t know, I think I’m maybe a bit of a hippy. I’m very 
big on question everything. I’ve never been one of these people to just go ‘okay 
I’ve been told that, alright I’ll accept that’… I think you have to be confident to 
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go ‘okay I don’t get that’ and I know I need to ask more, or if I want to know 
more about that I need to ask more. (Heidi, Interview 3) 
Heidi’s question everything philosophy as illustrated through the above quote 
indicates her willingness to comprehend new knowledge and build her own 
understandings. The quote demonstrates Heidi’s beliefs about the nature of knowing, as 
she does not accept knowledge from authority, but rather socially constructs it herself 
through asking further questions (Baxter Magolda, 2009; Hofer, 2004). It appears that 
Heidi views knowledge not as something that can be transmitted by one individual and 
accepted by another, but rather something that needs to be personally constructed and 
understood. This begins to demonstrate Heidi’s ability to apply her evaluativistic beliefs 
to make meaning of knowledge claims.  Heidi’s desire to question everything can be 
seen to relate to the personal attributes of curiosity and discovery as described by 
Deardorff (2004a). When asked to describe the process that occurs when she decides to 
continue questioning, Heidi stated: 
I think about things a lot differently to other people, not necessarily better to 
other people, but very differently, because I can be in a group where we get 
told something and everyone else can get it and I don’t. Then I need to clarify, 
so can you put it in a picture, is there something I can do? But I definitely need 
to look at things from a couple of different angles before I can honestly say I 
can understand. So whether it is from a couple of different angles or to just 
saying it in a different way. I often find I just don’t understand things 100 
percent until I’ve been over it a couple of times or looked at it from a different 
way. I think that’s probably why I ask so many questions. (Heidi, Interview 3) 
This reflective quote begins to paint a picture of Heidi’s meaning making process 
and strategies as she comes to understand and interpret information, and create new 
knowledge. Through looking at things from different angles, asking for clarification and 
going over things several times, Heidi appears to be constructing her own 
understandings and beginning to evaluate the source of the information. Although Heidi 
does not state that she evaluates sources, it is implied from her statement when she 
discusses looking at new information from different angles and asking for more 
information, before deciding to integrate new concepts into her understanding.  This 
suggests Heidi’s evaluativist beliefs about the nature of knowledge, as she appears to see 
knowledge as contextual interrelated concepts, rather than isolated facts (Hofer, 2004) 
and the nature of knowing, as she discusses looking at things from “different angles” or 
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accessing different sources of knowledge (Feucht, 2010). The ability to critically analyse 
new information is a vital factor in an evaluativistic personal epistemology. The 
cognitive ability to analyse, interpret, and relate was found by Deardorff (2004a) to be 
one of top components of intercultural competence. Interestingly Heidi describes her 
analysis and interpretation of information as something that differentiates her from 
other people, rather than allowing her to relate.  Heidi continued to demonstrate her 
evaluativistic personal epistemology as she critically analyses and evaluates the source of 
information when asked about trusting the opinions of experts. 
It depends what makes them an expert. It depends on so many different things. 
So say if someone said to me, say you were an expert on child behaviour, that’s 
fantastic I might ask your opinion on something, but then I’d say ‘why?’ Why 
do you think I should not separate this child? Why? What’s your reasoning on 
that? How did you work that out? Is that from experience? Is that from 
research you’ve done? Or has someone else just told you? I would want to 
know. (Heidi, Interview 4) 
This above quote clearly illustrates that Heidi would not simply trust the opinion 
of an expert; rather she would use multiple strategies to evaluate the expert’s opinion. 
Her question everything philosophy and curiosity is again evident as she would first 
want to know the reasons why an expert held a particular belief. Heidi then discusses 
how she would evaluate the expert’s reasons or justifications, to discover if their 
reasoning is based on experience, research, or just being told by someone else. It is 
unclear from the above quote how Heidi would discern among these reasons or whether 
she would use a combination of different justifications before deciding to trust an 
opinion. The topic of trusting opinions was also raised in the interview questions that 
followed the cultural scenario. 
Well it depends what it’s about, if someone was to give me an opinion on, say it 
was about the boys and the spoon feeding thing, say I asked your opinion and 
you said x, y, and z. I would want to know why and how? How do you know 
that? Have you done any research? Who have you spoken to? Have you got any 
experience? I would want to know what your opinion is based on. Then I 
would need to think okay well you got your information from Wikipedia, well is 
that a reliable source? Then I would think is that where I would have gone to 
get that information, probably not. So I probably wouldn’t take your opinion, 
but I might go talk to someone who has ten years of experience working with 
that culture. (Heidi, Interview 3) 
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The quote above further illustrates Heidi’s evaluativist personal epistemology and 
her evidence based approaches to trusting opinions and accepting knowledge. Heidi 
again discusses how curiosity would lead her to seek out justifications based on 
experience, research, or talking to others. The quote also indicates how Heidi would 
evaluate these justifications based on her own judgement of the reliability of the source. 
Heidi appears to value justifications based on experiential cultural knowledge over other 
types of justifications. This appears to be a form of practical evaluativism, where 
knowledge is justified through evaluation of strategies rather than being informed by 
theoretical ideas (Brownlee et al., 2010). This may also indicate Heidi’s beliefs about the 
importance of culture specific knowledge (Deardorff, 2006). In the quote below Heidi 
reflects on the source of knowledge as she discusses how she interprets colleagues’ 
opinions based on cultural knowledge provided by the family. 
Well I’m asking their opinion. As far as I’m concerned that’s something I need 
to work out with the family, not with somebody I go to for advice. I would take 
their opinion, their input definitely, but I would then make sure I had a very 
clear discussion with the parents to clarify that. Just because someone else has 
got the experience it doesn’t mean it is right for the child. 
Researcher: So when you say ‘take their opinion’ what do you mean by that? 
Well I would listen to them, like I certainly wouldn’t be rude to them and say 
anything like ‘too bad I don’t like what you say’. I would take their input and 
say ‘thanks I’ll take that on board’, but obviously I would need to clear that up 
with the family. (Heidi, Interview 2) 
In the above quote Heidi interprets the opinions of others based on cultural 
knowledge from the family. In this quote Heidi sees cultural knowledge as individual 
and actively constructed through interactions with diverse others, rather than something 
that can be accepted from another’s experience (Hofer, 2004). The quotes reveal Heidi’s 
sophisticated views regarding the individual and personal nature of cultural knowledge, 
and the family as the source of this knowledge. Heidi’s beliefs about the importance of 
the family’s cultural-specific knowledge appear to allow her to build open and respectful 
relationships. These quotes also illustrate Heidi’s intercultural and interpersonal skills as 
she discusses communicating across cultures to engage in clear discussions with the 
family. The ability to communicate effectively in intercultural contexts requires both 
deep cultural knowledge and culture specific knowledge (Deardorff, 2006).  Heidi’s 
respect for cultural knowledge specific to the family enables her to build respectful 
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partnerships built around trust and collaboration. The quotes also demonstrate the 
central role of Heidi’s personal epistemology across all dimensions of self-authorship, as 
the ability to critically reflect is vital for interdependent relationships and in the 
development of an internally defined sense of self. 
When asked where her desire to question everything had come from, Heidi 
reflected on her upbringing. 
I don’t know that I know. I think because in our family it was, it was just a 
given. Somebody would say a word and my mum, who isn’t very highly 
educated; she would say ‘I don’t know what that word means.’ She would go 
and get the dictionary, we could be sitting down to dinner, it wouldn’t matter, 
she would down tools, go and get the dictionary and read it out at the table, 
because she wanted to know… We are not a religious family at all, but we were 
always taught that it’s up to you. If you want to believe in a God, that’s fine but 
it’s up to you to go and do your research. We were told from a young age that 
you can follow any religion that you like, but that needs to be based on 
research; you need to sit down and think about it, you don’t just pick one. If 
you want to be a Buddhist that’s fine, go and read about it then come back and 
tell me why you want to be a Buddhist. We knew that we wouldn’t be judged 
for that, as long as it was based on thorough thinking, you could do whatever 
you like. So that’s how we were brought up. (Heidi, Interview 4) 
The above quote demonstrates Heidi’s reflective nature and her beliefs about the 
ongoing influence of her upbringing on her attitudes and disposition as an adult. She 
portrays her parents as being open-minded and non-judgemental with a strong focus on 
research and lifelong learning which may have shaped Heidi’s evaluativist personal 
epistemology. Heidi detailed her parents’ religious open mindedness and the importance 
of basing one’s choices on thorough thinking and research. Her parents’ tolerant and 
non-judgemental attitudes alongside their beliefs about the importance of research 
informed thinking could relate to Heidi’s appreciation for multiple worldviews, which is 
an intercultural and epistemological strength (Deardorff, 2006; King & Baxter Magolda, 
2005). When probed about the ongoing influence of her upbringing, Heidi continued to 
discuss the importance of being open minded and relying on research when forming an 
opinion. 
Oh I think it has, I consider myself to be a pretty open-minded person. We 
were told that you don’t have an opinion, until you can base that opinion on 
something. But once you have done your research well, you voice your opinion. 
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You’re not an expert but you can have an intellectual conversation, because 
you’ve actually thought about it. You don’t argue unless you’ve done your 
research. When you’ve done your research, you can argue until you’re blue in 
the face. (Heidi, Interview 4) 
This quote demonstrates Heidi’s sophisticated beliefs about knowledge and 
knowing, and her views about the importance of basing one’s opinions on research or 
evidence. Heidi’s evaluativist personal epistemology again appears to be connected to 
her interpersonal skills and interactions with diverse others, as she states that she would 
not voice her opinion or argue her point of view, until she had engaged in thorough 
thought and research. There is also an indication of Heidi’s intrapersonal strengths and 
conviction as she would defend her research based beliefs until she is “blue in the face” 
(Heidi, Interview 4). This indicates Heidi’s development of self-authorship as she is able 
to trust her internal voice (Baxter Magolda, King, Taylor, et al., 2012). 
Heidi’s evaluativist personal epistemology and question everything philosophy 
also appears to relate to her views on teaching and children’s learning. 
I just think it [questioning] is an important skill for kids to have, or for anyone 
to have… I think that’s why I ask a lot of questions too, to model to them 
[children] that you’ve got to ask and just keep asking, because if you don’t get it 
or you want to know more, just ask. Because you know they need to have that 
confidence to just keep asking questions, about everything, for their whole life. 
(Heidi, Interview 3) 
Above, Heidi demonstrates her self-awareness by reflecting on her personal 
beliefs about knowledge and how this informs her classroom pedagogies and views 
about children. Heidi’s beliefs about the structure of knowledge appear to relate to her 
pedagogies as she models the skill of questioning to the kindergarten children. In this 
sense Heidi appears to see knowledge as integrated rather than an accumulation of 
independent facts (Hofer, 2004). Heidi believes that questioning allows her students to 
develop confidence and the ability to source their own information and build their own 
new understandings. Heidi clearly views children as capable of constructing their own 
knowledge, indicating her constructivist views of children’s learning. Heidi appears to 
see knowledge as something that can be personally constructed through asking 
questions. 
I just think it [questioning] is something we need to instil in kids at this age, to 
get them in the habit and let them know that it is an important part of life. And 
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that it is okay to ask questions about everything and anything and to get your 
own information by asking questions. (Heidi, Interview 4) 
Researcher: So what sits behind that? Why is it so important to ask questions? 
Because I think that’s how you learn things. I think that if they [children] get 
into the habit at this age of asking questions all the time, as they learn they are 
going to be confident to ask more questions and clarify things, to direct their 
own learning. (Heidi, Interview 4) 
Heidi again articulates her beliefs that individuals can direct their learning by using 
questioning to construct information and knowledge. The above quotes, illustrate 
Heidi’s perception of the importance of encouraging children to ask questions. The 
quotes also reveal the intertwined nature of the epistemological and interpersonal 
dimensions, as Heidi’s views about knowledge and knowing appear to relate to her 
constructivist interactions with children.  
This section has illustrated the relationship between Heidi’s evaluativistic personal 
epistemology and her intercultural competence. Heidi’s personal philosophy to question 
everything appears to enable her to be open to multiple worldviews, and critically 
analyse new information, opinions and justifications before constructing her own 
knowledge. Heidi also questions the reliability of information sources and uses research 
informed evidence to justify her decision making. Heidi discusses the importance of 
gaining cultural knowledge from families rather than relying on the opinions of others. 
Her respect for cultural knowledge appears to be based on practical evaluativist beliefs 
as evaluations are based on strategies rather than theoretical sources.  Her evaluativistic 
personal epistemology appears to relate her interpersonal skills and constructivist 
pedagogies, while also informing her strong intrapersonal ability to stand by her research 
based opinions. This epistemological meaning making relates to six elements of Heidi’s 
intercultural competence: understanding of cultural specific knowledge; cognitive skills 
to analyse, interpret and relate; respect for others’ cultures; understanding of others’ 
worldviews; and a disposition for curiosity and discovery (Deardorff, 2006). The 
following section explores Heidi’s interpersonal development through analysis of the 
interview and observational data. 
Interpersonal  
Analysis of Heidi’s interview data revealed her interpersonal skills and the extent 
to which her internal voice relates to her interactions with children, families, and 
colleagues.  As individuals become self-authored they build an internally defined 
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interpersonal foundation, characterised by authentic interdependent relationships with 
diverse others, and the mutual construction and integration of multiple perspectives 
(Baxter Magolda, 2004b). The interpersonal dimension is intrinsically tied to both the 
epistemological and intrapersonal dimensions as individuals come to genuinely take 
others’ perspectives and worldviews into account (an epistemological strength) while 
not being consumed by them and still listening to the internal voice (an intrapersonal 
strength). This section explores Heidi’s interpersonal interactions with diverse others, 
including children, families and colleagues, and the interconnections between Heidi’s 
interpersonal abilities and her intercultural competence. 
Throughout the interviews Heidi discussed the importance of building open 
relationships and ensuring that diverse others feel comfortable to approach her. 
Observational data provides contextual evidence of Heidi’s interpersonal skills and 
pedagogies, and allows for triangulation of the interview quotes. The quote below 
illustrates Heidi’s interpersonal awareness as she discusses the influence of her question 
everything philosophy on her interactions with diverse others.  
Researcher: So you mentioned that sometimes your questioning is to your own 
detriment, could you tell me more about that? 
I think that sometimes the amount of questions that I ask is frustrating for 
other people… I think sometimes I might come across as a bit of a smart arse 
because I’m asking questions all the time and I think that it frustrates people 
because they think I’m being smart. And I think also it might be the way I ask 
the questions, because as soon as the questions comes to my mind, I ask it, 
because I want to find out right away. So I think it can sometimes come across 
as quite abrupt, which doesn’t go very well. (Heidi, Interview 4) 
Researcher: So is there anything you do to try and stop it from coming across 
as abrupt? 
I do try to stop and think of different ways to ask the questions, so it’s doesn’t 
come across as abrupt. I think that is more of an interpersonal skill, you know, 
I think I need to work on my people skills a bit more. Yeah that’s definitely 
something I need to work on. (Heidi, Interview 4) 
The quotes above illustrate how Heidi reflects on her interactions with others, and 
understands the way in which her questioning can come across as abrupt; negatively 
influencing others’ perceptions of her. Heidi acknowledges that this can hinder her 
interactions and accepts that she needs “to work on” her interpersonal skills. Houghton 
(2014) discussed how curiosity can often be viewed in a negative manner as an 
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annoyance, although that in the intercultural field, inquisitiveness and curiosity are seen 
as positive traits.  The above quote also illustrates how Heidi is able to take a diversity of 
perspectives into account as she tries to “think of different ways to ask the questions” to 
promote positive interactions. The ability to take diverse perspectives into account is an 
essential aspect of both an evaluativist personal epistemology and intercultural 
competence (King & Baxter Magolda, 2005). Heidi reflects on her experiences and 
interactions, to identify interpersonal weaknesses. Deardorff (2004a) identified learning 
through interactions as a specific element of intercultural competence. This 
demonstrates the interconnectivity between Heidi’s interpersonal skills, personal 
epistemology, and intercultural competence. Heidi continues to discuss her strategies for 
positive interactions in the quote below. 
My big thing is especially when first meeting a child; I get straight down on my 
knees so we’re eye-to-eye. I believe, I just don’t think a child could ever feel 
comfortable talking with an adult when they’re always looking up to them. So 
as often as possible I’m down at their eye level, especially when I’m meeting a 
new kid I’m straight down saying ‘G’day how are you going?’… So when I’m 
down on their level I don’t think it’s as intimidating, because I can be quite 
loud, I know I can be quite intimidating, so I really try to work abound that. 
(Heidi, Interview 6) 
Above, Heidi shows self-awareness as she describes the influence of her body 
language on interactions with children. She employs the strategy of getting down on her 
knees, so she can look eye-to-eye with the child to create a more comfortable and less 
intimidating relationship. Heidi’s self-awareness demonstrates her ability to understand 
the needs and perspectives of others to build respectful relationships with both children 
and adults. Heidi is able to take others’ perspectives into account to build relationships, 
while staying true to her own beliefs. The quote below demonstrates this relationship 
between the interpersonal and intrapersonal dimensions of self-authorship. 
I like to think I’m a fairly open person. So the directors were asking me before 
in the meeting if I had any issues and I said to be honest if there’s an issue I 
come and see you about it straight up, I don’t let it pile up until I have a few 
grievances. If there’s an issue I would come straight to you and talk about it, 
straight up and get it sorted, and otherwise it just breeds ill feelings. So I like to 
think we have a very open relationship. (Heidi, Interview 6) 
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In the above quote Heidi expresses her beliefs about her open relationship with 
the director and owner of the early childhood service. Her honest and open approach 
does not indicate any perceived power imbalance or need for approval from authority. 
Heidi’s “straight up” approach to communication allows her to build respectful 
relationships where she can work with her directors to resolve any issues as they arise. 
The ability to build interdependent relationships is vital in the development of an 
internally defined self-authored identity.  
 Heidi further discusses her interpersonal relationships at Wattle Road ELC and 
draws a clear distinction between her personal relationships and professional 
relationships at work. 
I wouldn’t say I built a lot of personal relationships through work, I mean I get 
along with most people here but I don’t go out with them on weekends. I do 
have relationships with a lot of people here, so professional relationships like I 
would go to them for advice, so ask them if they’ve had similar problems with 
children before… or anything like that. I have quite a few of those types of 
relationships, but not any personal relationships. (Heidi, Interview 6) 
Above, Heidi discusses the nature of her professional relationships as friendly and 
built around seeking advice from her colleagues, she does not elaborate on the extent to 
which she collaborates with colleagues. The quote in the personal epistemology section 
revealed that Heidi is respectful of her colleagues’ opinions, but would evaluate their 
opinions based on cultural knowledge provided from the families. Heidi’s personal 
beliefs about the importance of individual cultural knowledge, is not outweighed by the 
need for approval from her colleagues as she stated she would take their opinion on 
board but would need to “clear that up with the family” (Heidi, Interview 2). Her 
collegial relationships appear to be professional in nature and reflect Heidi’s 
commitment to her internal beliefs.  
The observation below illustrates Heidi’s everyday interactions with the culturally 
diverse children and their families. 
It is 9:15 on a Monday morning and the children are indoors sitting at the small 
tables eating their morning tea. The children are chatting quietly and laughing 
with their friends, Heidi sits down at one of the tables and eats her own fruit 
with the children. A child and her mother arrive, the mother quickly apologies 
to Heidi that they are running late and Heidi assures her that it’s fine. As the 
mother attempts to walk out the door the child runs after her and becomes 
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quite upset, Heidi follows the child and holds her hand while they say their 
goodbyes. Heidi assures the mother that the child will settle down quickly then 
comforts the child by chatting softly and giving her cuddle, she then asks the 
child if she would like morning tea or to help the assistant educator set up an 
activity. The child is beginning to calm down and chooses to help the assistant 
educator.  
(Observational field notes, 3rd March 2014) 
In the observation above Heidi shows care and respect for both the child and the 
mother. The situation was handled quickly and calmly, ensuring the child was able to 
settle quickly and the mother appeared happy to leave her child. Heidi demonstrated 
flexibility (Deardorff, 2006) as she gave the child a choice to join the group or help the 
assistant educator, which gave the child agency and allowed her to receive one on one 
attention from another adult. Heidi demonstrates respect for children’s ability to make 
choices adding to the notion of her constructivist views of children’s learning as 
discussed in the personal epistemology section. In the quote below Heidi elaborated on 
the importance of building good relationships with diverse families to help children feel 
settled.  
It’s important to me that I have a good relationship with the family, so families 
feel comfortable coming to me if there are issues at home or if the child isn’t 
settling. I would like to feel that the parents and I could work together, I would 
like to feel that they are comfortable to talk to me and we can sort it out 
together and that sort of thing. (Heidi, Interview 6) 
The above quote illustrates how Heidi builds relationships to allow her to 
communicate and collaborate with diverse families to work through any issues.  
Openness to intercultural learning and the ability to communicate effectively in 
intercultural situations are key indicators of intercultural competence (Deardorff, 2006). 
Heidi reiterates the importance of collaboration and ensuring that people feel 
comfortable to approach her. In the quote below Heidi continues to discuss her 
interpersonal skills as she reflects on the spoon feeding scenario from the interview and 
discusses the strategies she would use. It is important to note that Heidi is referring to 
an actual experience with children in her class that were being spoon fed at home, rather 
than reflecting on a hypothetical scenario.   
Well this is quite interesting because we’re actually going through this in our 
room at the moment…I’m in the process of actually trying to talk to the parent 
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and transitioning through this. So whether we actually sit down with the child 
for a little bit and then spoon feed a little bit  . . . I understand that is part of 
their culture and that it is how things are done at home, but at the same time 
we do need to be getting these kids ready for school and making them 
independent enough to be able to function at school. If they’re still being spoon 
fed at the end of the year I believe that is a disservice to the child. (Heidi, 
Interview 2) 
In the above quote Heidi demonstrates intercultural competence through her 
understanding of the mother and child’s cultural tradition (Deardorff, 2006). Heidi can 
appreciate multiple perspectives and appears to try and reconcile her own beliefs that 
children should be eating independently with the mother’s cultural beliefs, while 
thinking about the needs of the child as they transition into school. This reconciliation 
of the child’s needs, the family’s beliefs and Heidi’s own beliefs demonstrates Heidi’s 
capacity for mutual negotiation in relationships which is critical in the development of 
self-authorship.  
The following observation illustrates a daily interaction that occurs in the 
culturally diverse kindergarten room at Wattle Road ELC. 
Aarav and Rayan are from an Indian background and are playing with an 
alphabet puzzle; I noticed they were code switching between English and their 
home language. As I am writing now, Aarav has looked up smiled and is now 
speaking fluently in English to Rayan. I ask Heidi about the two children and 
she explains they are not just friends but cousins. Their parents have requested 
that they spend less time together, so they can speak more English at 
kindergarten. Heidi explains that Aarav is very outgoing and plays well with a 
large group of his peers, however Rayan is quieter and Heidi is unaware of his 
proficiency in English, as he doesn’t play with any other children and will not 
verbally respond to his teachers. Heidi has asked his parents if they could 
provide her with some Indian phrases, however they refused and said they only 
want him to speak English at kindergarten. (Observational field notes, 5th 
March 2014). 
In a follow up interview I asked Heidi about the above observation, she reflected 
on the difficulties she faces as she tries to follow the parents’ wishes that the boys play 
with other children, while also ensuring the boys are happy at kindergarten.  
… Both of their mothers have come to me and said that they don’t want the 
boys playing together inside, because in their opinion inside time is learning 
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time and they want the boys to get used to being a part, because they’re going 
to school next year. To get used to sitting down and listening to the teacher and 
also their concern is that if the boys are playing together, they are going to be 
speaking their home language and they want them to develop their English 
speaking skills and think that if they play together inside that won’t happen. 
That being said because they are so close-knit they don’t like to play with other 
children, because their best mate cousin is right beside them. So that is a bit of 
a struggle. (Heidi, Interview 2) 
Researcher: So what strategies do you use to work through this struggle? 
Well I try to distract at least one of them with something that I know they 
particularly enjoy. I do attempt to get them to sit apart on the carpet, whether it 
saying ‘come over here and sit with me’ or ‘can you come and help this child 
over here, I know you’re really good at that.’ So I just try and distract them 
away from their best buddy and get them to not sit together which isn’t really 
effective, really. (Heidi, Interview 2) 
The quotes above demonstrate Heidi’s respect for parents’ requests and her 
willingness to take their perspectives into account regarding their children’s learning and 
preparation for school. Heidi also shows empathy towards Aarav and Rayan’s feelings 
and expresses her desire to ensure they are happy at kindergarten. Cross-cultural 
empathy can be seen as an affective component of intercultural competence (Deardorff, 
2006). Heidi discussed the pedagogies and strategies she would use to negotiate between 
following the parents’ expectations and ensuring the boys have a positive kindergarten 
experience. Through these strategies Heidi is able to build positive relationships with 
Aarav, Rayan and their parents. The quotes also illustrate the interconnectivity between 
intercultural competence and the dimensions of self-authorship; as Heidi’s intercultural 
and epistemological ability to take the perspectives of others’ into account relates to her 
interpersonal negotiation skills.   
This section has illustrated the respectful and reflective nature of Heidi’s 
interpersonal abilities and pedagogies. Heidi’s internally defined interpersonal skills 
allow her to build open and respectful relationships with diverse children, families and 
her colleagues. Her reflective nature enables her to reflect on interpersonal weaknesses 
and develop strategies to ensure people feel comfortable. The ability to reflect on one’s 
interpersonal interactions and skills allows for increased empathy and understanding 
towards diverse others. Heidi’s interpersonal abilities and respect for children’s 
wellbeing allows her to view children as autonomous learners and enact constructivist 
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pedagogies. She has built interdependent relationships with her colleagues and 
employers and does not appear to seek approval from others. Heidi relies on her 
internal beliefs to guide mutual negotiation in relationships. The observations and 
quotes have indicated the connection between Heidi’s interpersonal abilities, classroom 
pedagogies, and the relational aspects of her intercultural competence. These aspects 
include Heidi’s flexibility, respect for other cultures and their traditions, cross-cultural 
empathy, and ability to learn through interactions (Deardorff, 2006). The following 
section explores the role of the intrapersonal dimension in Heidi’s development of self-
authorship. 
Intrapersonal  
Self-authored individuals are able to generate an internal sense of self that acts as a 
lens to regulate choices and interpret experiences (Baxter Magolda & King, 2004). An 
internal sense of self allows for the construction of one’s own beliefs, attitudes and 
identity. This section explores Heidi’s internal sense of self through discussion of her 
cultural identity, and her intercultural beliefs and attitudes. Heidi’s cultural identity refers 
to her sense of belonging to family and cultural groups, while her intercultural beliefs 
and attitudes relate to her beliefs surrounding cultural diversity in the kindergarten 
context. 
Throughout the interview Heidi was very open and reflected on her own cultural 
identity and the influence it has on her pedagogies and interactions with others. In the 
quote below Heidi discusses her own cultural identity.   
Umm very Australian [laughs]. Actually no we’re not. Well my own cultural 
background is very European. I’m German/Danish so we’re taught to be very 
independent from a very young age and very disciplined, I think that’s the only 
way I can really describe mine. I have a very proud heritage and yeah they 
[Heidi’s family] do things their own way. (Heidi, Interview 2) 
Without prompting Heidi reflected on the relationship between her own positive 
cultural identity and the influence her cultural background has had on her disposition. In 
this quote Heidi demonstrated cultural self-awareness and deep understanding of her 
own cultural background (Deardorff, 2006).  Heidi was then asked if her cultural 
background had any influence on her teaching practice. 
Hmm I think so, to a point. I do like a certain amount of order, but not a great 
deal I don’t think. I do like things to be done a certain way; I do like children to 
  
Chapter 5: Case by Case Analysis 115 
understand rules. At the beginning of the year we will make a set of classroom 
rules and so they [the children] are making them, but if they’re going to make 
their own rules I expect them to stick to their own rules. (Heidi, Interview 2) 
The quote above demonstrates the way Heidi believes her intrapersonal 
disposition influences the classroom structure and her expectations of the children. 
Heidi demonstrates her self-awareness and an ability to reflect on the ongoing influence 
her cultural identity has on her orderly nature and pedagogies. Heidi’s self-awareness of 
her own cultural identity and capacity for self-assessment relates to the importance of 
cultural awareness as a foundational component of intercultural competence (Deardorff, 
2006). Heidi continued to consider her proud cultural identity when asked to discuss her 
personal understanding of cultural diversity. 
Personally, it is just having a variety of different cultures and not just 
acknowledging, but being proud of your heritage. Everyone has got their own 
story and whether that means that you were born in a different country or your 
family comes from a different country or you have a different religion or 
whatever. It is just not only being proud of your own culture but being willing 
to acknowledge and tolerate others’ cultures as well. (Heidi, Interview 2) 
The above quote demonstrates Heidi’s understandings of the importance of 
acknowledging, celebrating and respecting the cultures of others. Through her 
awareness and pride in her own cultural identity, Heidi can appreciate the significance of 
promoting the development of cultural identities in her classroom and appears to 
understand the value of cultural diversity (Deardorff, 2006). This illustrates the 
intrapersonal and intercultural importance of reflecting on one’s own cultural identity to 
appreciate the role culture plays in identity formation. 
Self-authored individuals are able to define their own beliefs and attitudes that 
align with their internally defined identity (Baxter Magolda & King, 2012b). Certain 
intrapersonal beliefs and attitudes have been found to facilitate the development of 
intercultural competence, including tolerance, respect, curiosity, and openness (Barrett 
et al., 2013; Deardorff, 2006). During the interview Heidi often discussed her tolerant 
beliefs for diverse cultures. The word “tolerate” is slightly problematic, as tolerance does 
not necessarily equate to acceptance or respect. However, Heidi’s discussions around 
tolerance seem to include a respectful and accepting attitude, evidenced through her 
response below. 
Researcher: So what do you mean by tolerate? 
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Tolerate, well different cultures do things differently and it’s just being willing 
to, say in some cultures they do spoon feed up until an older age and it’s going 
okay that’s just how they do it and that’s not how this culture does it, but they 
do, so okay. You don’t get your nose out of joint about that, you don’t, you just 
go okay and you roll with it. (Heidi, Interview 2) 
The above quote demonstrates Heidi’s cultural awareness and her ability to 
appreciate the value of cultural diversity (Deardorff, 2006).  Heidi’s intrapersonal belief 
to “just roll with it” was mentioned several times during the data collection period. This 
belief demonstrates her tolerance and acceptance of diverse perspectives and ways of 
being. Heidi’s intercultural flexibility and openness to multiple worldviews can be seen 
as an epistemological strength, as she engages with multiple perspectives, which allows 
her to engage in respectful intercultural relationships, demonstrating her interpersonal 
skills (Deardorff, 2006; Kind & Baxter Magolda, 2005). The above quote again 
demonstrates the interconnections between Heidi’s intrapersonal beliefs, personal 
epistemology, and interpersonal skills.  
In the quote below Heidi continued to discuss her intrapersonal beliefs and 
demonstrated an awareness of Indigenous issues. In the kindergarten room I observed 
an Indigenous language map of Australia that was displayed alongside an 
acknowledgement to the traditional landowners. Below Heidi clearly articulates her 
reasons for displaying the map and acknowledgement in her classroom. 
… There are all these different people coming from different cultures, but we 
all live in Australia. So I think it’s important to acknowledge the local culture as 
well. I’m all for celebrating your original culture, but let’s celebrate Australia’s 
original culture as well. I think it’s something everyone needs to know about.  
Researcher: What do you mean by Australia’s original culture? 
The Aboriginal cultures, I think because Australia is so multicultural I think it is 
important to stop and go well I’m German, but it [Australia] hasn’t always been 
my country. So I think it’s important to look at the history and the local culture 
of this country. (Heidi, Interview 5) 
Above Heidi acknowledges the importance of Indigenous history and cultures 
within the community. Heidi demonstrates respect for Indigenous people through her 
awareness of embedding Indigenous perspectives in the curriculum and recognises the 
Indigenous people as Australia’s original culture. Heidi reflects on her own cultural 
identity and acknowledges the traditional landowners of Australia.  
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This section has illustrated Heidi’s intrapersonal awareness and her internally 
constructed sense of self. Heidi discussed an awareness of her own cultural identity and 
the role that culture plays in identity formation. She also reflected on the influence of 
her cultural identity on her pedagogical beliefs and practices, demonstrating the 
interdependent relationship between the intrapersonal and interpersonal dimensions of 
self-authorship. Several of Deardorff’s (2006) elements of intercultural competence were 
evident including Heidi’s understanding of the value of cultural diversity, cultural self-
awareness and ability for self-assessment, and deep knowledge and understanding or her 
own and others’ cultures. Heidi’s commitment to reflective practice and ongoing 
learning then illustrated the interconnected relationship between all three dimensions of 
her self-authored identity. 
5.2.3 Summary  
Self-authorship requires critical reflection on one’s own worldview, identity, and 
relationships with others. King and Baxter Magolda (2005) proposed that this critical 
reflection leading to self-authorship could act as a foundation for the development of 
intercultural maturity. Through analysis of the interviews and observations, Heidi can be 
seen to rely on her internal voice to self-author her life and analyse her personal 
experiences with cultural diversity, Figure 5.1 details the three dimensions of Heidi’s 
self-authored identity.  
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The theoretical lens of self-authorship has illustrated Heidi’s intercultural 
competence through her ability to respect multiple worldviews and cultural knowledge 
(an epistemological strength); her interdependent relationships with diverse others 
grounded in mutual negotiation (an interpersonal strength); and her awareness and 
capacity to reflect on the influence of her own cultural identity on her pedagogies (an 
intrapersonal strength). Heidi’s self-authored identity appeared to be interconnected 
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Figure 5.1. Overview of Heidi’s intercultural meaning making 
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with several of Deardorff’s elements of intercultural competence, highlighted in green in 
Figure 5.1. Figure 5.1 illustrates Heidi’s intercultural meaning making through the 
interconnections between Baxter Magolda’s dimensions of self-authorship and 
Deardorff’s elements of intercultural competence. As previously mentioned, the green 
elements in Figure 5.1 were evident in Heidi’s data while the grey elements were not 
evident. This is not to say that Heidi never exhibits the grey intercultural elements, they 
simply were not evident in the data that was collected in this study. The conceptual 
integration of the theory of self-authorship with Deardorff’s intercultural elements 
allows for an in-depth understanding of Heidi’s development of self-authorship and 
intercultural competence. The interconnections between the two frameworks are 
discussed below. 
Heidi’s evaluativistic personal epistemology and question everything philosophy 
indicated internal meaning making, which allowed her to take ownership over the 
construction of knowledge and appreciate multiple worldviews. The ability to appreciate 
multiple worldviews is discussed in the literature as fundamental to intercultural 
competence. Deardorff’s (2006) study found that understanding others’ worldviews was 
the only element that received 100% acceptance from the surveyed intercultural 
scholars. Heidi often reflected on the ways she critically analyses new information, 
opinions, and justifications before constructing her own knowledge. Heidi’s evaluativist 
personal epistemology appeared to relate to five of Deardorff’s (2006) elements of 
intercultural competence including: understanding of others’ worldviews; skills to 
analyse, interpret and relate; curiosity to discover culture specific knowledge and 
increase her cultural understandings; and respect for other cultures. 
Heidi’s evaluativistic personal epistemology also appears to relate to her 
interpersonal skills and constructivist pedagogies, while also informing her strong 
intrapersonal ability to stand by her research based opinions. Reflection across the 
epistemological dimension allows Heidi to reflect on her own knowledge and 
perspectives, and appreciate the perspectives of diverse others. 
Heidi’s question everything philosophy also connected to her interpersonal skills, 
as she reflected on her interpersonal weaknesses and discussed strategies to build her 
interpersonal skills. The nature of Heidi’s interpersonal abilities can be characterised as 
reflective and respectful. Heidi emphasises the importance of developing relationships 
that are built around trust and mutual negotiation. Throughout the interviews Heidi 
demonstrates her intercultural competence as she shows respect for culturally diverse 
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parents’ requests, perspectives and takes cultural traditions into account. These abilities 
enable Heidi to show cross-cultural empathy towards children and families and the 
flexibility to engage in mutual negotiation (Deardorff, 2006; King & Baxter Magolda, 
2005). Heidi has built professional and interdependent relationships with her colleagues 
and employers and does not appear to seek approval from others. The ability to 
communicate effectively and achieve one’s goals in intercultural situations is a key 
indicator of intercultural competence (Deardorff, 2006).   
Heidi demonstrates intrapersonal awareness and an ability to internally construct 
her cultural identity. Her intrapersonal awareness related to three elements of 
intercultural competence: cultural awareness and the capacity for self-assessment; deep 
knowledge and understanding of culture (own and others); and understanding of the 
value of cultural diversity (Deardorff, 2006). Heidi reflected on the influence of her 
cultural identity on her pedagogical beliefs and interactions, demonstrating the 
relationship between the intrapersonal and interpersonal dimensions of self-authorship. 
Cultural self-awareness allowed Heidi to articulate her knowledge of her own cultural 
identity and the importance and value of celebrating children’s diverse cultural 
backgrounds (Deardorff, 2006). Heidi believes creating cultural awareness in the 
classroom enables children to develop their own positive cultural identities. She 
acknowledged the importance of the Indigenous history and culture within the 
community, and discussed her goal to include aspects of children’s diverse cultural 
backgrounds in the kindergarten program. Heidi’s internal voice appeared to drive her 
to continually question everything illustrating a blurring of her sense of self and 
construction of knowledge (Baxter Magolda, King, & Perez, 2012). Her question 
everything philosophy, capacity for critical reflection, and internal voice allowed her to 
make meaning of personal experiences with cultural diversity and support her 
development of intercultural competence. Heidi’s discussions surrounding cultural 
diversity and her observed classroom practices provide further evidence that Heidi is on 
the personal journey towards intercultural competence. 
5.2.4 Context summary 
Stake (2006) contends that one of the aims of a multiple case study is to try to 
discover how the situation or context may relate to the phenomena being studied. This 
section explores the potential interactions between the context at Wattle Road ELC, and 
the phenomena of Heidi’s intercultural competence. Analysis through the theoretical 
framework of self-authorship revealed Heidi’s internal meaning making/self-authored 
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identity and development of intercultural competence. The contextual factors at Wattle 
Road ELC, including the owner and director’s beliefs, opportunities for professional 
learning, cultural/social demographics, and the policy statements, appeared to have 
played a supporting role in Heidi’s development of intercultural competence. The 
potential relationship between the context and Heidi’s self-authorship is not specifically 
explored in this study. 
The centre director Ellen and centre owner Bronwyn both engaged in discussion 
about the importance of cultural diversity at Wattle Road ELC. Ellen’s discussion 
focused on the recent cultural changes that have occurred in the community. This 
finding was supported by data from the Census that revealed an increase in residents 
that speak a language other than English (ABS, 2006; 2011). The Yarn Up cultural 
competence professional development program was discussed in detail by Ellen, with 
outcomes of the program observed in the artwork and brochures in the foyer. The 
impact of the Yarn Up training program was also evident in Heidi’s interviews and 
observations as she discussed how she invites families to share their cultural knowledge 
and backgrounds through the multicultural wall. 
There was some discussion of educators’ intercultural training in the interview 
with Bronwyn; however, the focus was on her beliefs regarding the individual nature of 
culture, which aligned well with the Multicultural/Diversity Policy Statement. The 
interviews with Heidi also revealed her understanding of the importance of individual 
cultural specific knowledge. The ability to see culture as dynamic and specific to the 
individual is significant to the development of intercultural competence (C. Bennett, 
2001; Deardorff, 2004a). Although it is not possible to attribute Heidi’s intercultural 
competence to the context at Wattle Rd ELC, it is interesting to note the similarities in 
beliefs and interactivity that may occur.   
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5.3 CASE 2: BIANCA  
Bianca was interviewed at the start of the academic year and had been working as 
the kindergarten teacher at Red Gum Early Education Centre (EEC) for three years. 
Prior to working as a kindergarten teacher Bianca had worked as an early years primary 
school teacher for ten years. Bianca has a Bachelor of Teaching (Early Childhood) and 
was completing the Early Childhood Bridging Program to meet the qualification 
requirements to become a kindergarten teacher.  
Bianca is in her late thirties and was born in Australia to parents from English 
ancestry. Bianca lives close to Red Gum EEC with her two children and husband, who 
she described as “born and bred in Australia” (Bianca, Interview 2). Bianca did not 
identify with any religion. Initially Bianca did not appear very comfortable during the 
interviews and after the audio recorder had been turned off she often expressed self-
doubt and checked if her answers were what I was looking for. As the data collection 
period continued Bianca appeared more comfortable with the interview process, 
however there were several occasions where interviews had to be rescheduled as Bianca 
was away from work due to health-related reasons. As a result of Bianca’s absence many 
of the observations occurred when she was not present in the kindergarten room.  
Stimulated recall interviews were used to unpack Bianca’s perspective on the 
observations. The interviews were conducted in the kindergarten room and the staff 
room, which was at times problematic due to other staff members coming and going.  
The data analysed in this case were collected through six individual interviews 
with Bianca, one interview with Sarah, the centre director, 28 hours of classroom 
observations over a three-week period, and thematic content analysis of policy, 
philosophy and programming documents. An overview of the participants and data is 
presented in Table 5.4. 
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Table 5.3 
Overview of data collected at Red Gum Early Education Centre 
Interviews Observations Documents 
Bianca (Teacher) 
 4 stimulated recall 
interviews 
 1 scenario interview 
 1 summarising self-
authorship interview 
Sarah (Director) 
 1 individual interview 
28 hours (Bianca present for 
16 hours) of observations 
including: 
 Free play (indoor/outdoor) 
 Meal times 
 Rest time 
 Children’s arrivals and 
departures 
 Focused teaching 
Bianca’s philosophy 
Policy documents 
 Inclusion and cultural 
diversity 
 Programme 
philosophy 
Website information 
 About us 
 Goals 
 Programs 
 
5.3.1 Kindergarten: Red Gum Early Education Centre 
Red Gum Early Education Centre (EEC) is privately owned and managed by an 
early childhood management service which oversees the operation of over 20 early 
childhood services in the Brisbane area. Red Gum EEC has a Queensland Government 
funded kindergarten program and is licensed for 75 children aged from 6 weeks to 6 
years. Red Gum EEC is located in a suburban residential and military area, within 10km 
of the Brisbane CBD. The 2011 Census revealed that 27.3% of the employed 
population worked in the Defence forces. The population of the suburb has seen an 
increase of 17.1% between 2006 and 2011 and the number of people born outside of 
Australia has marginally increased from 18.9% in 2006, to 19.4% in 2011 (ABS, 2011; 
2006). In 2011, Aboriginal and Torres Strait Islander people made up 1.9% of the 
population, and 10.6% of the households indicated that they spoke two or more 
languages. 
Red Gum EEC is situated on a busy suburban street; however, the positioning 
and design of the building together with large trees create a relaxed and rather quiet 
environment. Families and visitors enter the centre through a glass security door that 
leads into a foyer and long corridor. Most days I was welcomed by Sarah, the centre 
director, who was usually in her office near the entrance. In the foyer there was a notice 
board with information for families, and selected observations and documentation of 
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the children’s learning. The walls in the corridor were covered from floor to ceiling with 
photographic documentation of the children’s learning and full colour posters 
advertising early childhood resources, services, and extracurricular activities.  
In an interview with Sarah, I asked her about the cultural backgrounds of the 
community at Red Gum EEC. 
Well we’ve got a few staff from different cultural backgrounds and we’ve got a 
few Aboriginal families, Chinese families, lots of different backgrounds, and I 
know that it’s my belief and I think it’s a whole centre belief, that everyone is 
welcome regardless of backgrounds. We actually like to have the different 
backgrounds because we think it broadens the children’s learning about lots of 
different things. (Sarah Interview 1, Director Red Gum EEC) 
The quote above illustrates the diverse cultural backgrounds of the children, 
families, and staff at Red Gum EEC. Sarah appears to hold accepting beliefs and 
understands the value of cultural diversity for children’s learning. Below Sarah was asked 
how she believes this cultural diversity helps children’s learning. 
Because they get to experience a broader variety of things, we do different 
cooking, like Miss Kanti gave the school-readiness [kindergarten] room a recipe 
for an Indian meal, and then they go, a lot of the rooms go through the 
different countries and learn their cultures and stuff like that.  
Researcher: So when you say they go through the different countries and learn 
about the different cultures, can you explain that a little more for me? 
Well they look at all the typical things, like flags or if there are any costumes or 
traditional dresses or traditional ceremonies. Well it depends on the age group a 
bit; the extent to which they go into it can be quite different. But I think it also 
teaches children about accepting people and their differences. (Sarah Interview 
1, Director Red Gum EEC) 
Above, Sarah discusses how she believes children learn about different cultures. 
Sarah’s beliefs can be described as part of a tourism or tokenistic approach where 
children learn about cultural diversity through experiences with traditional dress, foods 
and celebrations; similar to how a tourist might experience a new culture during a short 
holiday. This laissez-faire approach has been criticised as it can be characterised as a 
tokenistic gesture that may reinforce stereotypes rather than challenge them 
(MacNaughton, 2006). As the centre director, it is interesting to compare Sarah’s beliefs 
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around children’s learning about cultural diversity to Red Gum EEC’s inclusion and 
cultural diversity policy below. 
At our Centre we operate on a child based inclusive programme that ensures 
equality of access and values outcomes for all children in our care…Our 
programme in no way stereotypes in relation to gender, cultural or religious 
background. Literature is examined to ensure issues of racism, sexism and 
typical stereotypes are omitted. A cross-cultural perspective is incorporated into 
the weekly programme to foster awareness it can be found in: 
 Home corner: dolls, dress-ups, utensils, packaging 
 Book corner: books that show different family lifestyles and stories that 
include children from many different cultures 
 Puzzles: representative of various cultures 
 Art: experiences of various cultural art activities 
Resources selected are not biased. Provisions are made to introduce children to 
minority group resources (musical instruments/dramatic play equipment/books 
etc.) (Red Gum Early Education Centre Inclusion and Cultural Diversity Policy, 
2014) 
The policy statement above broadly states that Red Gum EEC avoids 
stereotyping, racism and sexism, however little detail is provided about how this is 
ensured. The policy emphasises a cross-cultural perspective through the provision of 
various multicultural resources, which is aligned with Sarah’s beliefs about children’s 
cultural learning. This again demonstrates a tourism or tokenistic approach where 
respect for cultural diversity is presented in teaching and learning resources, rather than 
through a central philosophy (MacNaughton, 2006). The policy mentions an anti-bias 
approach to the selection of books and other educational resources, however this was 
not observed in the kindergarten book selection. Of the books freely available to the 
children, there was only one Indigenous Dreamtime storybook that represented a non-
dominant cultural group. However, Bianca later explained that there were only limited 
resources available in the kindergarten room during the data collection period, as the 
room had recently been emptied for carpet cleaning.  
This section has provided contextual information regarding Red Gum EEC. The 
statistical demographics illustrated the social and cultural trends of an inner city suburb. 
The intercultural views of Sarah, the director have been explored alongside thematic 
analysis of the policy documents, illustrating the welcoming environment and touristic 
approach to cultural diversity at Red Gum EEC. The inclusion of this section allows the 
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reader to appreciate the potential interactions between Bianca’s kindergarten classroom, 
and the cultural, social and community contexts in which Red Gum EEC is situated.  
5.3.2 Bianca’s meaning making of experiences with cultural diversity 
This section explores the ways Bianca makes meaning of experiences with cultural 
diversity through the theory of self-authorship. The analysis focuses around the three 
dimensions of self-authorship including Bianca’s personal epistemology, interpersonal 
skills and intrapersonal awareness in the context of her culturally diverse kindergarten 
classroom.  
Personal epistemology 
The following section explores Bianca’s personal epistemology. Data analysis 
from the individual interviews suggests an overall subjectivist personal epistemology, 
however there was some evidence to suggest elements of both evaluativism and 
objectivism. As such Bianca’s epistemological meaning making is characterised as mainly 
external.  Bianca appears to justify knowledge claims through acceptance of different 
opinions, which is indicative of a subjectivist personal epistemology, however she on 
occasion engages in evaluation or consideration of multiple sources, including research. 
Her objectivist understandings related to her use of her own opinion as the main 
justification in interpersonal interactions.  In the quote below Bianca discusses how she 
would manage an opinion that was different to her own. 
I just respect everyone else’s views and opinions, but if it’s detrimental to the 
child or detrimental to any of the children in the room then I would say 
something. But otherwise everyone has a right to their own opinions, but then 
it depends on if it’s something that detrimental to the group or anyone’s safety 
or harming them psychologically, so depending on how negative or bad their 
opinion is. (Bianca, Interview 1) 
Above Bianca discusses her respect for the opinions of others. There is no 
indication of how she would process or analyse someone else’s opinion in terms of the 
reliability or trustworthiness of the information provided. There is a suggestion that 
Bianca would judge opinions based on the positive or negative outcome that the 
opinion would have for the children. However, it is unclear how Bianca would 
determine if an opinion was “negative or bad” beyond her own judgement of the 
opinion as physically and psychologically unsafe. The above quote suggests Bianca’s 
subjectivist personal epistemology where knowledge is based on one’s personal 
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opinions. The question below was asked in order to further explore Bianca’s processing 
and judgement of opinions different to her own. 
Researcher: So I’m just wondering if someone had an opinion that wasn’t 
detrimental to the children, it was just different to your own, how would you 
then handle this differing point of view? 
Umm good question, I don’t know, I still think everyone has a right to their 
own opinion and that a person has that opinion for a reason. That is their 
opinion for a reason, so I think I could still agree to disagree and then when it 
came to any practices we would have to agree to disagree. But whatever is in 
the best interests of the child at the end of the day has to come before differing 
opinions and different views on whatever we’re discussing, whatever the 
opinion, or whatever the matter is. (Bianca, Interview 3) 
The above quote again indicates Bianca’s subjectivist personal epistemology as she 
continues to express her belief that everyone has a right to an opinion (Hofer, 2004). 
Again there appears to be some evidence of Bianca’s understanding of the reason or 
perhaps worldview that sits behind an opinion, but this is not overly clear. The probing 
question did not reveal any evaluative strategies or analysis used by Bianca when 
processing differing opinions. Bianca’s repeated statement “agree to disagree” indicates 
her willingness to create some sort of shared vision with the other party, however it 
does not indicate a disposition for genuine mutual negotiation (King & Baxter Magolda, 
2005) or the flexibility to put her own views on hold to understand the other person’s 
perspective (Deardorff, 2006). From the above quote it appears that a different opinion 
would not influence Bianca’s own practice or opinion. Bianca would judge the different 
opinion against the children’s best interests, however who gets to decide what is in the 
best interests of the child is unclear.  
The quote below further illustrates Bianca’s beliefs about diversity and subjectivist 
personal epistemology.  
Everyone has their own background and their own makeup and that’s what 
makes them who they are. So it’s hard to then go your opinion is right and your 
opinion is wrong or my opinion is right or vice versa. So it’s very, there’s a fine 
line and it’s very, yeah that would be hard. (Bianca, Interview 1)  
Bianca again expresses her subjectivist belief about everyone’s right to an opinion. 
She discusses her understanding of the role of one’s background and identity in the 
formation of opinions, but does not address the question about her judgement of these 
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opinions. This acknowledgement of diverse backgrounds and opinions may indicate 
some understanding of others’ worldviews (Deardorff, 2006), however from the quote 
above it is not possible to reach a definite conclusion. Bianca appears to find it difficult 
to reflect on her judgement and processing of opinions, even when probed by the 
researcher, making it challenging to analyse her meaning making processes. A self-
authored identity requires evaluativist thinking (Brownlee et al., 2010), therefore 
Bianca’s difficulty reflecting on her beliefs and judgements could be due to her 
subjectivist epistemology. 
Below Bianca responds to the question about the possibility of a right or wrong 
answer or approach for the cultural spoon feeding scenario. It is interesting to note that 
like Heidi, Bianca also had a previous experience with a child in her kindergarten class 
that was being spoon fed at home. 
I don’t think there’s a right answer or wrong answer, I think it’s, it is 
challenging. I can see where the parents come from, but at the same time 
they’ve enrolled their child in our centre, so they need to see where we come 
from too. So it’s a meeting of minds and a mix of beliefs to come to a place 
where you are both happy. (Bianca, Interview 2) 
Bianca’s comment above indicates her subjectivist belief that there is no right or 
wrong answer for the spoon feeding scenario. Bianca acknowledges that the situation is 
challenging, but appears non-judgemental and understanding of the parent’s cultural 
worldview (Deardorff, 2006). Although Bianca also states that the parents need to 
understand the centre’s view, she also discusses a “meeting of minds” or a “mix of 
beliefs” which indicates negotiation between her own beliefs and the beliefs of the 
parents. There is no indication of Bianca’s evaluation and communication strategies or 
how these beliefs would “mix” together to ensure an outcome where everyone’s beliefs 
are respected. Bianca shows some ability to appreciate diverse cultural worldviews which 
can be seen as an interpersonal and intercultural strength that could allow the 
development of respectful relationships (Deardorff, 2006; King & Baxter Magolda, 
2005). Bianca was then asked how she would find more information or knowledge 
about this cultural practice or belief. 
Well I think the best thing is to ask the actual family and ask all the family that 
come in, whether it’s the grandma or whoever that comes in, to get their 
perspective as well as mum and dad. And if they weren’t willing to tell me 
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enough then I would research their cultural practices myself. (Bianca, Interview 
2) 
Researcher: What sources would you use for this research? 
My main source for everything is to go to the internet, I would Google it. 
(Bianca, Interview 2) 
In the above quotes Bianca articulates her beliefs that families are the best source 
of specific cultural knowledge, this relates to the intercultural element of acquiring 
culture specific knowledge (Deardorff, 2006). Bianca discusses gaining perspectives 
from the child’s immediate and extended family; however, there is no evidence to 
suggest how she would process or evaluate these perspectives. This continued lack of 
evidence for Bianca’s analysis or evaluation of information is consistent with a 
subjectivist, or even objectivist, personal epistemology (Brownlee et al., 2010). Bianca 
then goes on to discuss the internet or Google as her secondary source of cultural 
knowledge. As Bianca did not discuss her processing of information in the above quote, 
she was probed in the subsequent interview with the question below. 
Researcher: So in the interview we had last week, I asked you how you find 
more information or knowledge about people’s cultural practices or beliefs. 
You said the best thing to do is to ask the family. Then you said you would 
research the cultural practices yourself if they weren’t willing to tell you enough. 
So I was just wondering what you would do with this information? 
That’s a good question, I suppose it depends, I find it very, if I research 
something on that’s about the little boy in my room, Sam’s culture, if I research 
his background, that culture might not be the same that the family shares. So I 
can’t just automatically assume that it is what his family does or that it is his 
family culture as well. So then maybe I would go to the family and say ‘I found 
out such and such, do you share these beliefs and do you follow these practices 
as well with your family?’ So yeah I still think talking to the family is more 
important than just researching it. (Bianca, Interview 3) 
Above Bianca appears aware of the individualised and specific nature of cultural 
knowledge (Deardorff, 2006). Bianca appears willing to learn from culturally diverse 
families and would rely on their knowledge to evaluate information sourced on the 
internet, rather than making assumptions. This quote indicates an element evaluativism, 
as Bianca considers research and others’ opinions to construct knowledge (Brownlee et 
al., 2010). The above quote also illustrates the interconnections between Bianca’s 
personal epistemology and interpersonal/intercultural skills, as her beliefs about the 
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source of cultural knowledge appear to relate to her interactions with culturally diverse 
families. 
This section has illustrated the nature of Bianca’s overall subjectivist 
epistemological beliefs and elements of her intercultural competence. Throughout the 
interviews Bianca reiterated her subjectivist belief that everyone has the right to an 
opinion. This belief allowed Bianca to respect the opinions of others; however, there 
was limited evidence of her desire to gain a deeper understanding of others’ beliefs or 
cultural worldviews. Bianca did not appear to demonstrate curiosity for the discovery of 
cultural knowledge (Deardorff, 2006), as her approach towards gaining cultural 
knowledge appeared rather practical, with a focus on answering her own specific 
questions, rather than a genuine inquisitiveness to learn about another culture. As 
evident in her response to a question about the children’s cultural backgrounds, where 
Bianca admitted that it was something she had not “really looked into” (Bianca, 
Interview 2). This statement in itself is quite revealing, however when interpreted in 
light of the available data, it seems that Bianca is not overly concerned with increasing 
her understanding of the children’s backgrounds or further developing her intercultural 
competence. When it came to evaluating or analysing information Bianca appeared to 
find it difficult to reflect on this process and continued to stand by her subjectivist belief 
that everyone has the right to their own opinion and that it is difficult to judge others’ 
beliefs. In one interview Bianca showed an element evaluativism, as she discussed the 
use of cultural knowledge from the family to evaluate information obtained online. 
However, there was also an indication of objectivist thinking, as Bianca relied on her 
own perspective as the justification for knowing. The following section explores 
Bianca’s interpersonal meaning making through analysis of the interview and 
observational data. 
Interpersonal  
This section explores the ways Bianca makes meaning of interpersonal 
experiences with diverse children, families, and colleagues. Analysis of interview and 
observational data revealed that Bianca’s own opinions and personal beliefs appeared to 
guide her interpersonal interactions. This finding is illustrated throughout the 
interpersonal section. Although the internal voice is central to self-authorship, it is 
important to distinguish this from self-centeredness, as an internal foundation in the 
interpersonal dimension involves careful consideration of others’ needs and beliefs to 
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form respectful relationships (Baxter Magolda, 2001). The selected quotes in this section 
demonstrate the nature of Bianca’s interpersonal beliefs and interactions. 
 In the previous section Bianca discussed coming to “a meeting of minds and a 
mix of beliefs” in response to the spoon feeding scenario. Below Bianca further 
discusses the interpersonal strategies she would use to handle the differing opinions of 
families and colleagues to come to a compromise about the cultural spoon feeding 
scenario. 
Well my assistant at the time was quite like “he needs to do it himself blah blah 
blah.” Whereas I was trying to keep everyone happy, so again I think it’s about 
coming to a compromise about it with my assistant and the other people in the 
room. So I’d talk to them about the parents’ beliefs and practices so that 
everyone can come on board, to make everyone happy. Because if I’m not 
there, he still has to be cared for. (Bianca, Interview 2) 
Above Bianca discusses the interpersonal strategies she would use to manage the 
differing opinions of the assistant educator and the parents. Bianca does not mention 
her own beliefs, but sees herself as a peacekeeper, ensuring that everyone in the room 
can work together to compromise and ensure a positive outcome. From the above 
quote it is unclear what specific strategies Bianca would use to ensure everyone was 
happy. This quote is well aligned with Bianca’s subjectivist personal epistemology as 
there is no indication of evaluation of her own or others’ opinions (Brownlee et al., 
2010). In order to further understand Bianca’s interpersonal strategies, she was then 
asked to define what compromise means to her. 
Probably just something that everyone is happy with and we can work with. 
Like if it’s something that we can easily put in place or into practice here that’s 
not going to be something that’s hard for us to do. Then you know if it’s 
something that the assistant educator agrees with and can work with, and the 
family thinks it’s okay and that yep that’s still agreeable and workable for us.  
Then we can put it into practice in the room. (Bianca, Interview 3) 
A compromise can be defined as “an agreement or settlement of a dispute that is 
reached by each side making concessions” (Compromise, 2014). This definition is in line 
with a self-authored identity which requires the capacity for mutual negotiation in 
relationships (Baxter Magolda, 2010). However, Bianca’s definition of a compromise 
focuses more on something that is workable and “easily put into place” rather than a 
mutual concession or negotiation. From the above quote, it appears that Bianca is only 
willing to compromise if it is not too difficult and easily put into practice. This again 
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appears to be related to her subjectivist personal epistemology as there is no evaluation 
of differing perspectives or discussion of theoretical ideas (Brownlee et al., 2010), but 
rather a focus on her own intuitive belief of how to ensure “everyone is happy.” 
The observation below occurred when Bianca was not present in the room; 
however, it was used as stimulus for the interview questions that follow. 
It is indoor free play and a group of five Caucasian girls are playing on the floor 
with some plastic figures and cars. Sally, a girl with darker skin, is sitting by 
herself just outside the other group of girls. One of the toy cars rolled over 
towards Sally who picked it up and went over to the group of girls, maybe to 
initiate play. Before Sally could say anything one of the girls, who appeared to 
be the more dominant one in the group took the car off her and said “You 
can’t do that, you’re not playing with us!”  Sally didn’t appear upset, she just 
walked away and went and sat by herself again and continued to watch the 
other girls play. (Observational field notes, 3rd February 2014) 
After reading the above observation, Bianca was asked: If you had observed this 
interaction, how would you have responded?  
Umm I suppose it depends, I know the group dynamics. I know all the 
children, so I know their reactions, like if that little girl would have taken the 
thing off her, I, I understand the children and why they do things. So I would 
have responded by knowing the children. It’s hard to just say what a global 
response would be that you would do. So if it was that she wasn’t sharing or 
that they weren’t playing nicely together. You know I’d say how about you let 
Sally have a turn as well. So I would have encouraged the sharing and the turn 
taking regardless of who it had of been or not been. I respond because I know 
the kids and I like to respond to different behaviours because I know them so 
well. So you might come in and see something, but I know that child so I might 
just leave it go and see what happens. So it’s hard to say what I would definitely 
do, or how I would have definitely responded. (Bianca, Interview 1) 
Above Bianca discusses her knowledge of the children’s characteristics and how 
this influences her teaching and interpersonal interactions. Bianca does not commit to 
any definite or “global response” to the observation. She appears to not see any power 
imbalance between the children and instead focuses on the sharing aspect rather than 
the social group dynamics. The observation is of significance as it illustrates an example 
of social exclusion which was potentially based on cultural differences. However, Bianca 
made no mention of Sally’s exclusion from the group or the potential influence of her 
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cultural background. Bianca seemed to imply that the researcher had seen something 
that might not have been there. This implication raises an important point about the 
interpretive nature of all research and the need for researcher reflexivity, as the 
foreshadowed issues surrounding cultural inclusion could lead to over-analysis of the 
children’s interactions.  
Bianca continued to discuss her response to the observation when asked, “…let’s 
just say hypothetically Sally had gone home and said something and then her parent 
came in concerned that their child was being excluded due to her physical 
characteristics.  How would you react to that situation?” (Researcher, Interview 1). 
Well I would just, I guess, that’s hard again; I wouldn’t have thought that she 
would have been excluded because of the colour of her skin. I think she’s just a 
very shy quiet kind of girl. So I would say to the parents, I would try to 
encourage more social interactions with her and the other children in the room 
to develop her social skills. So she can feel confident to go and approach the 
other children to go and play and that they accept her into the group to play. So 
the friendships are there more then, so I would put it to the parents more as a 
social thing than as a colour of skin thing. (Bianca, Interview 1) 
The above quote is quite revealing about the nature of Bianca’s interpersonal skills 
and interactions with parents. Although the question posed was hypothetical, the 
communication described by Bianca appears rather one sided, as she does not address 
the parents’ concerns, instead focusing on her own beliefs that Sally needs to further 
develop her social skills. Bianca’s response does not indicate any reflection or 
understanding about the parents’ worldviews or the role and impact of culture in social 
contexts (Deardorff, 2006). Bianca clearly states her beliefs that Sally’s exclusion was not 
due to the colour of her skin, and while this may be the case, there is no indication that 
Bianca is willing to see this observation from another perspective. The ability to reflect 
on experiences from multiple perspectives is a key trait of an evaluativist epistemology; 
hence Bianca’s focus on her own perspective supports the description of her as holding 
a subjectivist or objectivist personal epistemology. This also illustrates the 
interconnection between her personal epistemology and interpersonal skills, as her 
objectivist/subjectivist beliefs may limit her ability to appreciate multiple perspectives 
and engage in respectful interactions.   
The quote below further illustrates Bianca’s lack of reflection in interpersonal 
communication with parents from diverse cultural backgrounds. 
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I had a little boy and it did become a little bit problematic at times with both 
parents wanting me to feed him and he wouldn’t feed himself without us doing 
it or helping him because he’s so used to it at home. Initially we would feed him 
and we spoke to the parents about encouraging him to be more independent… 
it was still a cultural difference in that at home it was still done for him but here 
obviously we were trying to do the opposite. So obviously it was quite 
challenging and quite difficult he wouldn’t eat sometimes if he wasn’t fed, so we 
had to feed him to get him to eat. But it’s hard at the same time because, you 
want him to eat and if you don’t feed him yourself he’s not getting enough food 
throughout the day. I really think they should be independent; I really push that 
in my room… Mum and Dad were okay by the end of the year, I think they 
saw him thriving and you know, being more independent. (Bianca, Interview 2) 
Above Bianca responds to the spoon feeding scenario and considers the 
difficulties caused by the cultural differences between the child’s home and kindergarten 
environments. Bianca’s consideration of these cultural differences appears to align with 
Bain and colleagues (2002) level of responding as she described the experiences without 
significant thought or reasoning; as she only discusses her own perspective with no 
consideration of the child or family’s perspective or contextual conditions. Although 
Bianca firmly believes that children should be encouraged to be independent, she 
appears to compromise slightly and agrees to feed the child. Bianca’s communication 
strategies with the parents are unclear from the above quote; however there is no 
mention of the importance of understanding the parents’ perspective on this cultural 
practice, which demonstrates limited cross-cultural empathy (Deardorff, 2006). There is 
some indication of Bianca’s objectivist beliefs, as she appears to view her own 
perspective about independent eating as right, with no consideration of the parents’ 
perspective, suggesting she views their beliefs as wrong. This black and white view of 
right and wrong is a key characteristic of an objectivist (Brownlee et al., 2010). 
This section has illustrated the nature of Bianca’s interpersonal interactions with 
diverse children, families and colleagues. Through analysis of the interviews and 
Bianca’s perspective on the observations, it can be seen that Bianca’s own beliefs and 
personal epistemology related to her interactions with others. The data did not reveal 
any evidence regarding Bianca’s understanding or reflection on the beliefs and needs of 
others. This is not to say that Bianca does not engage in reflection or respect the views 
of others, however this was not clear from the data that were collected and analysed. 
Bianca’s limited understanding for others’ worldviews was interconnected with her 
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subjectivist or objectivist personal epistemology and appeared to relate to her 
interactions with others.  The ability to reflect on one’s own interpersonal beliefs and 
practices with regards to self, others, and the context is central to self-authorship and 
intercultural competence (Deardorff, 2006; King & Baxter Magolda, 2005).  
Intrapersonal  
This section explores Bianca’s internal sense of self which regulates her 
intrapersonal beliefs about cultural diversity and her developing cultural identity. 
Throughout the interviews Bianca seldom discussed her own background or identity. As 
privacy and trust are vital to ethical research, Bianca was not asked any additional 
questions when she appeared uncomfortable in the interviews. In the quote below 
Bianca shares her understanding of cultural diversity and reflects on her own cultural 
identity.  
I think cultural diversity is just, I have a culture you, have a culture, everyone 
has their own culture. Whether it means that you’re Asian or Aboriginal or 
Torres Strait Islander. I don’t think it can be just because you’re from that 
country, that it is your culture. My culture is my family and living in our home 
with my family. That is important to me, so to me that is my culture. So 
whether it’s football, my kids are big on football, so that’s important to me and 
that is part of my culture. (Bianca, Interview 2) 
Above, Bianca demonstrates her understanding about the nature of her own and 
others’ cultural identities, revealing her beliefs that culture is more than just one’s 
ethnicity (Deardorff, 2004a). Bianca perceives her own family as the source of her sense 
of culture, and discusses recreational activities as being part of her cultural identity. 
Bianca shows an emerging cultural self-awareness, but does not demonstrate a capacity 
for self-assessment as described by Deardorff (2004a). Below Bianca elaborates on her 
personal understanding of culture. 
 I just think it’s everything that you think, that you believe, everything that you, 
you could be from Australia, born in Australia, but have an Asian culture. Just 
because you born in that country doesn’t mean that you’re necessarily, that it’s 
your culture or that what they believe or think, is what you believe as well. 
(Bianca, Interview 2)  
Bianca continued to discuss her beliefs about the individual nature of culture and 
briefly mentioned some understanding of biculturalism. The quote begins to illustrate 
Bianca’s understanding of the relationship between culture and one’s beliefs. The quote 
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above does not reveal any deep reflection about the influence of culture on one’s 
identity or allow for any further examination of Bianca’s own cultural identity.  
Bianca was asked to share an important personal experience with cultural 
diversity. The aim of this question was to explore Bianca’s intrapersonal meaning 
making of personal experiences with cultural diversity. 
I grew up in a very culturally diverse area, so to me it was just, I don’t know, it 
was just the way I grew up, I had three Asian families in my street, a 
Yugoslavian family in the street, an African family at the top of the street. So 
I’ve always been exposed to lots of different cultures and backgrounds, so for 
me it’s just normal. I don’t know. 
Researcher: So do you think this exposure to people from different cultural 
backgrounds has affected your beliefs? 
Probably because I just think it’s just, I don’t know, I don’t think of it as a big 
thing. It is what it is. I don’t know maybe because I haven’t grown up in a 
higher socio-economic area where it’s all white, middle class, working families 
or anything like that. I did grow up in a lower socio economical area where we 
had a lot of different cultures and I went to school with a lot of different 
people. A lot of my friends were Chinese and my best friend growing up was 
from Portugal and it was just, like I’d go over to her house and we’d have, well 
she’d have tongue for dinner, cooked on the barbeque and things like that. I 
never actually ate it, but I was exposed to all of that growing up. (Bianca, 
Interview 2) 
Above, Bianca describes her childhood and her exposure to people from diverse 
cultural backgrounds. This exposure does not appear to have significantly influenced 
Bianca’s beliefs or cultural identity, as the quote appears descriptive rather than 
reflective of why this experience with cultural diversity was important. This is in line 
with recent research that suggests that exposure to other cultures does not lead to 
respect for diversity or intercultural competence (Liu, 2014). The quotes above can be 
seen as more descriptive rather than reflective, as Bianca describes her experiences with 
people from diverse cultures but does not reflect on how these experiences may have 
shaped her beliefs or own cultural identity. Bianca simply states “It is what it is” 
indicating a lack of reflection on the importance of cultural diversity (Deardorff, 2006). 
This sentiment of “it is what it is” captures the general theme of the interviews with 
Bianca, as her responses were often straight to the point with little consideration or 
alternate approaches or justification for her own thinking. This theme is reflective of M. 
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J. Bennett’s (2004) ethnocentric stage, as Bianca does not appear to question her 
behaviours or beliefs and experiences are “just the way things are.” (M. J. Bennett, 2004, 
p. 62). In the quote below Bianca again shares her beliefs about the role of exposure as 
she responds to a question about how multicultural resources help children learn about 
cultural diversity. 
I think it is just exposure really. If it’s something that’s there all the time, it’s not 
going to be something that’s different. It is going to be just an everyday 
occurrence like seeing different people every single day, it just becomes normal 
to them, doing an Aboriginal puzzle or doing a puzzle with two little boys from 
Africa who are playing in the dirt perhaps, so what is exposed then becomes 
the normal. (Bianca, Interview 7) 
In the quote above Bianca states her belief that children learn about cultural 
diversity through exposure to multicultural resources, including puzzles. Bianca believes 
that exposure normalises children’s views about cultural differences. This understanding 
of children’s learning can be seen as somewhat tokenistic, as respect for diversity is not 
embedded in Bianca’s teaching philosophy but presented in isolation through token 
multicultural resources. Tokenistic approaches in early childhood education can act to 
reinforce negative cultural stereotypes, rather than challenge them (MacNaughton, 
2006). Bianca’s description of the puzzle depicting African children playing in the dirt 
could suggest her own stereotypical views and reinforces the notion of her tokenistic 
approach to teaching children about cultural diversity. The data collected in this case 
study indicated limited development in the intrapersonal dimension as Bianca’s seemed 
to have a rather limited understanding of other cultures and there was little evidence of 
how Bianca reflected on her cultural beliefs (King & Baxter Magolda, 2005). 
In the previous two quotes Bianca describes culture as something that is just 
normal or “no big thing”, while this demonstrates Bianca’s acceptance of cultural 
diversity it does not indicate her understanding of the value of cultural diversity, or a 
curiosity to learn about cultures through interactions (Deardorff, 2006; King & Baxter 
Magolda, 2005). This normalisation or minimisation of cultural differences relates to 
one of M. J. Bennett’s (2004) ethnocentric stages of intercultural sensitivity where 
cultural difference is avoided by minimising its significance. Bianca’s discussion of her 
experience with cultural diversity does not extend past observation and she does not 
appear to appreciate the importance of cultural diversity. M. J. Bennett (2004) 
highlighted the role of cognitive complexity in understanding cultural differences and 
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interpreting interactions with diverse others. This cognitive complexity illustrates the key 
role that personal epistemology plays in the intrapersonal and interpersonal dimensions, 
and perhaps in the development of intercultural competence. It could be argued that 
Bianca’s subjectivist personal epistemology may not allow her to progress past M. J. 
Bennett’s ethnocentric stage of minimisation.  
In the previous interpersonal section Bianca demonstrated a strong commitment 
to her own personal beliefs, as her own perspective and beliefs tended to overshadow 
the perspectives of others in her interactions. However, further analysis of the interview 
data focusing on the intrapersonal dimension did not reveal a great deal about Bianca’s 
beliefs or identity. Bianca briefly discussed the importance of culture and made some 
reference to her own culture, however she did not engage in any reflection about the 
nature of her own cultural identity or its influence on her classroom practice. When 
discussing an important experience with cultural diversity, Bianca described her 
exposure to diverse cultures as a child, however Bianca’s discussion appeared descriptive 
rather than reflective. This exposure did not appear to be related to Bianca’s beliefs or 
identity, as she appeared to minimise the importance of cultural diversity. According to 
King (2010) the ability to make meaning of one’s identity requires both awareness and 
cognitive complexity. This cognitive complexity was not evidenced through Bianca’s 
subjectivist personal epistemology, which could indicate a potential relationship between 
Bianca’s personal epistemological beliefs and her developing sense of cultural identity. 
5.3.3 Summary  
This case study has highlighted the significant role that one’s personal 
epistemology plays in the development of both intercultural competence and self-
authorship. Figure 5.2 overviews Bianca’s intercultural meaning making by detailing the 
dimensions of self-authorship and elements of intercultural competence that were 
observed or lacking in the analysis of Bianca’s interview and observational data. As in 
Figure 5.1 the green elements were evident in Bianca’s data, while the grey elements 
were not evident. The orange colour indicates that the opposite of Deardorff’s original 
element of intercultural competence was evident and the square brackets add further 
details. 
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Figure 5.2 summarises Bianca’s subjectivist personal epistemology that was 
evidenced through her acceptance of all opinions with little or no evaluation or 
justification of sources. Bianca’s evaluation of opinions and knowledge was based on 
her own personal beliefs and opinions, with little reflection on other sources, indicating 
an element of objectivism. Bianca stood by her belief that everyone has a right to their 
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Figure 5.2. Overview of Bianca’s intercultural meaning making 
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own opinion and stated that it is difficult to judge others’ opinions. This belief 
demonstrated Bianca’s acceptance of diverse perspectives, however there was no 
indication that Bianca was curious or willing to move beyond acceptance, to truly 
understand and appreciate diverse worldviews and deep cultural knowledge (Deardorff, 
2006; King & Baxter Magolda, 2005). Bianca’s subjectivist and objectivist beliefs also 
appeared to be related to her interpersonal beliefs and interactions with diverse others. 
Bianca’s interpersonal beliefs and interactions tended to be overshadowed by her 
own beliefs and opinions. Although Bianca discussed a “meeting of minds” and “mix of 
beliefs”, her definition of this focused on practicality, rather than a mutual concession 
from both parties. In her interpretation of an observation surrounding social exclusion, 
Bianca did not demonstrate the cognitive flexibility to put her own views on hold to 
appreciate or understand another perspective (Deardorff, 2006). In the interview Bianca 
did not address the needs and concerns of the parents and instead stated she would “put 
it to the parents” (Bianca, Interview 1) from her own perspective. It could be suggested 
that Bianca’s subjectivist and/or objectivist personal epistemological beliefs and 
practices, such as her acceptance of opinions without evaluation, may not allow for the 
critical reflection required to engage in mutual negotiation and constructive 
collaboration with diverse others. This reflects King’s (2010) suggestion that a level of 
cognitive complexity is required to balance one’s own needs and beliefs with those of 
others to construct mutual relationships.  
 King and Baxter Magolda (2005) highlighted the importance of understanding 
the role of one’s identity in interactions with diverse others. Bianca demonstrated a 
developing sense of her own cultural identity; however, she did not appear aware of the 
role of her cultural identity on her classroom practices or interactions. When reflecting 
on a personal experience with cultural diversity, Bianca stated that “It is what it is”. This 
phrase indicated a lack of reflection or minimisation about the importance of cultural 
diversity (M. J. Bennett, 2004; Deardorff, 2006). Minimisation about the importance of 
cultural diversity suggests an ethnocentric rather than ethnorelative view (m. J. Bennett, 
2004).  Bianca tended to reply to interview questions in a descriptive rather than 
reflective manner, which did not allow for a thorough understanding of her 
intrapersonal beliefs and identity. This hesitation to engage in reflection could also be 
due to Bianca’s subjectivist personal epistemology, which may not allow for the 
cognitive complexity required to justify and reflect on one’s own beliefs and identity.  
From the findings overviewed in Figure 5.2 it can be seen that Bianca demonstrated two 
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elements of intercultural competence. However, it is important to note that in isolation 
the elements discussed by Deardorff (2006) do not equate to intercultural competence 
and that the epistemological ability to deeply appreciate and understand others’ 
worldviews is essential to intercultural competence.   
5.3.4 Context summary 
This section explores the potential interactions between the context at Red Gum 
EEC, and the phenomena of Bianca’s initial development of intercultural competence. 
Analysis through the theoretical framework of self-authorship revealed Bianca’s 
subjectivist personal epistemology, limited cross-cultural understanding in interpersonal 
interactions, and developing sense of her cultural identity in the intrapersonal 
dimension. Bianca also appeared to hold some rather stereotypical intrapersonal beliefs 
surrounding cultural diversity. Contextual factors at Red Gum EEC include the 
director’s intercultural beliefs, cultural/social demographics, and policy statements. 
These factors may have influenced, or potentially hindered Bianca’s development of 
intercultural competence.  
The centre director Sarah believed that children learn about cultural diversity 
through experiences with traditional dress, foods and celebrations. This belief is 
characteristic of a tokenistic approach to early childhood education. This approach has 
been criticised for some time as it reinforces cultural stereotypes rather than challenging 
them (MacNaughton, 2006). The Inclusion and Cultural Diversity Policy at Red Gum 
EEC emphasised a cross-cultural perspective through the provision of various 
multicultural resources, including puzzles, dolls, and cultural art experiences.  This 
section of the policy appears to be aligned with Sarah’s tokenistic beliefs. This tokenistic 
approach was again evident in the interview with Bianca, where she discussed how 
children learn about cultural diversity through exposure to multicultural puzzles. Bianca 
expressed some rather stereotypical views of culturally diverse children, suggesting a 
potential lack of reflection or examination of her own bias (Deardorff, 2006). Although 
it is not possible to attribute Bianca’s intercultural beliefs and attitudes to the context at 
Red Gum EEC it is interesting to note the similarities in terms of the tokenistic 
approaches and potential interactivity that may occur.  
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5.4 CASE 3: YOO-SUN  
Yoo-Sun was born in South Korea and has been living in Australia for the past 
thirteen years. She has been employed as one of the three kindergarten teachers at 
Springtown Kindergarten since it opened in 2010. Prior to this Yoo-Sun taught in early 
childhood education settings in Australia and South Korea for 14 years. Yoo-Sun holds 
a Bachelor of Early Childhood Education and a Master of Education degree from South 
Korea. After obtaining her Master’s degree, Yoo-Sun worked as a research assistant in 
the university sector in South Korea. Yoo-Sun is bi-lingual and speaks Korean at home 
with her husband and daughter, and on weekends at the Korean Christian church. In 
her kindergarten classroom Yoo-Sun speaks predominately English but was observed 
code-switching on several occasions with the Korean children.  
The data analysed in this case were collected through five individual interviews 
with Yoo-Sun, one interview with Carla, the centre director, 30 hours of classroom 
observations over a three-week period, and thematic content analysis of policy, 
philosophy and programming documents. An overview of the participants and data is 
presented in Table 5.6. 
Table 5.4 
Overview of data collected at Springtown Kindergarten 
Interviews Observations Documents 
Yoo-Sun (Teacher) 
 3 stimulated recall 
interviews 
 1 scenario interview 
 1 summarising self-
authorship interview 
Carla (Director) 
 1 individual 
interview 
30 hours of observations 
including: 
 Free play (indoor/outdoor) 
 Nature walk around 
surrounding area 
 Mother’s Day celebration 
 Meal/Rest times 
 Children’s arrivals and 
departures 
 Group/story time 
Yoo-Sun’s philosophy 
Policy documents 
 Inclusion and cultural 
diversity 
 Communicating with 
Families from CALD 
Backgrounds Policy 
 Programme philosophy 
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5.4.1 Kindergarten: Springtown Kindergarten 
This section will provide contextual information concerning Springtown 
Kindergarten. This will include demographic statistics from the 2011 Census which 
indicated a very high level of cultural diversity in the suburb surrounding the 
kindergarten. The intercultural views of Yoo-Sun, the kindergarten teacher, and Carla, 
the director, will then be explored alongside thematic analysis of the policy documents 
and observations. This will allow the reader to understand the intercultural environment 
at Springtown Kindergarten and the importance of developing intercultural competence 
in this culturally diverse kindergarten setting. 
Springtown Kindergarten is a community kindergarten located in a culturally 
diverse suburb of Brisbane.  The kindergarten was opened in 2010 on the school 
grounds of a large Prep to Year 12 independent public school. Springtown Kindergarten 
has three Queensland Government funded kindergarten rooms and is licensed for 132 
children aged from 3.5 to 4.5 years. The 2011 Census revealed that over half (55.5%) of 
the population in the surrounding suburb were born outside Australia and 74.6% of 
residents have one or more parents born overseas. There are also a wide variety of 
languages spoken in the homes surrounding Springtown Kindergarten with 51.4% of 
households speaking two or more languages; the four most common languages are 
Mandarin, Cantonese, Korean, and Hindi. These statistics illustrate the high level of 
cultural diversity in the area surrounding Springtown Kindergarten, with the number of 
residents born outside Australia (55.5%) significantly higher than the Australian average 
of 30.2% (ABS, 2013). The common occupations in this suburb included professionals 
(23.6%), and clerical and administrative workers (17.1%), with family incomes above the 
Australian median, and 70.1% owner-occupied households (ABS, 2013).  
The children in Yoo-Sun’s class come from a diverse range of cultural and 
linguistic backgrounds. The most common ethnic backgrounds include Chinese, 
Korean, and Indian, reflecting the cultural demographics discussed above. This cultural 
and linguistic diversity often came up in the interviews with both Yoo-Sun and Carla, 
the kindergarten director. Below Yoo-Sun discusses the children’s diverse cultural 
backgrounds and how she believes they learn to respect cultural differences. 
I think it is everywhere now, like people come from their own cultures and we 
are almost like a big pot here at kindy and they all come to the one place from 
all the different cultures and backgrounds. So in here I think it’s really great to 
see all the children from Australian, Chinese, Korean, Indian, they just learn 
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about each other and then they just, I think just naturally they learn how to 
respect the different cultures too. For me it’s good for the children to learn and 
respect each other, I think in kindy we’re all in one place, but come from great 
cultural diversity. (Yoo-Sun, Interview 3) 
Yoo-Sun appears to believe that children “naturally” learn about cultural diversity 
through experiences with their culturally diverse peers. Yoo-Sun also demonstrates an 
understanding of the value of cultural diversity, as she discusses the positives of children 
learning from each other and coming to respect cultural differences (Deardorff, 2006). 
From the above quote it is not clear how Yoo-Sun sees her own role in this learning and 
how her own cultural background adds to what she describes as a “big pot” of cultural 
diversity.  
The kindergarten director Carla discussed the influence of her own cultural 
background on her work at Springtown kindergarten. Below she discusses the influence 
emigrating from Scotland has had on her understanding of cultural diversity. 
Maybe because I was an immigrant myself, it allows me to identify with people 
from other cultures as well. 
Researcher: In what ways? 
I know when we first came to Australia I had trouble assimilating into school, 
especially with the Australian children, they tend to tease you because you talk 
different and all that. So I think I can understand when they have problems 
when other people can’t understand what they’re saying. (Carla, Director 
Springtown Kindergarten) 
Above Carla reflects on her own experience as an immigrant and shares her 
beliefs about how this helps her to relate to others. Carla demonstrates empathy and 
understanding about issues surrounding cultural diversity. She shares her perspective 
about the importance of talk, suggesting an understanding of cultural diversity based on 
“audible difference” (J. Miller, 2003, p. 7).  The term audible difference relates to the 
way that people sound, including their accent and sociolinguistic discourse features. 
Carla’s focus on an audible difference may be due to her own understanding of how her 
own accent influences her identity and interactions with others. 
Below Carla discusses the deeper cultural learning that occurred for her following 
cultural competence professional development.   
Learning to understand different cultures and how they might deal with things 
differently to how I do, and how their expectations can be different… It helps 
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your interactions with the children and families because you understand what 
they need, and then to share your understanding of what you are doing. (Carla, 
Director Springtown Kindergarten)  
Above, Carla appears to be aware of the ways that culture can shape one’s 
worldview, including expectations and ways of dealing with situations. Carla believes the 
professional development has strengthened her understanding of cultural diversity 
allowing her to share information and improve her interactions with culturally diverse 
children and families. Carla’s interactions with families were often observed as her office 
is open plan, with her desk opening onto the foyer of the building. There was a large 
space opposite Carla’s desk set up as an informal sitting area with lounge chairs and a 
coffee table. On the coffee table there were various early childhood brochures and 
resources, and on several occasions parents were seen chatting in this inviting area. The 
information displayed in the foyer was reflective of the cultural diversity in the 
surrounding suburb with several signs displayed in English, Korean and Mandarin. 
Below, Carla discusses her understanding of cultural diversity and reflects on the 
significance of displaying information in several languages.  
Cultural diversity means to me that we accept all the different cultures and we 
try to work towards what they need in their culture. Like especially with the 
dietary needs, that’s a really big thing for us. We also put signs up in a couple of 
different languages, so for parents that don’t have English as a first language, 
well we have signs in Korean and Mandarin which are our biggest two cultural 
groups here, so we try to insure they feel included here. (Carla, Director 
Springtown Kindergarten) 
Carla reflects on the importance of acceptance at Springtown Kindergarten and 
how she tries to meet all families’ cultural needs. Through the translation of signs into 
the two main languages, other than English, spoken at Springtown Kindergarten Carla 
aims to ensure families feel included and supported. The Communicating with Families 
from Culturally and Linguistically Diverse (CALD) Backgrounds Policy is a key policy 
document that further details how Springtown Kindergarten endeavours to ensure all 
children and their families feel included and supported. 
To ensure that children from culturally and linguistically diverse backgrounds 
receive the additional care, education, attention and/or assistance they need to 
reach their potential, Springtown Kindergarten must engage with their families 
to build partnerships and foster mutual understanding. Not only can the 
involvement of parents/guardians help to fill the gap between school and home 
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life cultural values, but Springtown Kindergarten services can also assist 
culturally and linguistically diverse families during the settlement process to find 
programs enabling them to participate and engage in Australian society. 
(Springtown Kindergarten, Communicating with Families from CALD 
Backgrounds Policy) 
The policy above details the importance of mutual understanding and 
partnerships with families, to ensure all children have the opportunity to reach their full 
potential. The author of the policy also recognises the importance of home-school 
continuity and assisting newly migrated families to engage and participate in society. 
These inclusions signify the importance of cultural competence and inclusive practice 
not just for early childhood settings, but for society as well.  
This section has provided contextual information regarding Springtown 
Kindergarten. The social demographics demonstrated the high level of cultural diversity 
in the area surrounding the kindergarten. This high level of cultural diversity signifies 
the importance of developing intercultural competence in this kindergarten setting. The 
intercultural views of Yoo-Sun, the kindergarten teacher and Carla, the director have 
been explored alongside thematic analysis of the policy documents and observations, 
demonstrating the attempts made by Springtown Kindergarten to be a culturally and 
linguistically inclusive environment. 
5.4.2 Yoo-Sun’s meaning making of experiences with cultural diversity 
This section explores the ways in which Yoo-Sun makes meaning of personal 
experiences, including experiences with cultural diversity through the theory of self-
authorship (King & Baxter Magolda, 2005). The analysis focuses around the three 
dimensions of self-authorship including Yoo-Sun’s personal epistemology, interpersonal 
skills and intrapersonal awareness in the context of her highly culturally diverse 
kindergarten setting.  
Given Yoo-Sun’s Korean-Australian cultural background, it is important to point 
out that the theory of self-authorship was initially based on longitudinal interview data 
from White North American college students. This limited sample has raised questions 
about the transferability of this theory to other cultural groups. The key concern is that 
more collectivist cultures may be misrepresented due to the emphasis placed on the 
individual self (Pizzolatto, 2010). These concerns have been taken into account through 
careful analysis of Yoo-Sun’s self-authorship, allowing for new possibilities to emerge 
from the data. 
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Personal epistemology 
The following section explores Yoo-Sun’s personal epistemology or beliefs about 
knowing and knowledge in the context of her culturally diverse kindergarten. Data 
analysis from the individual interviews revealed a range of beliefs, from objectivist 
beliefs about certain types of knowledge that are perceived by Yoo-Sun as factual; to 
subjectivist beliefs about everyone’s right to an opinion; and evaluativist beliefs where 
knowledge is viewed as dynamic and personally constructed, and evidence is used to 
consider knowledge claims (Brownlee et al., 2010; Hofer, 2004). This apparent mix of 
beliefs is not surprising, as personal epistemologies have been found to be variable 
across domains of knowledge and social contexts (Muis, Bendixen, & Haerle, 2006; 
Stahl, 2011). Yoo-Sun’s personal epistemology and meaning making appears to be at the 
crossroads; moving back and forward between subjectivist and evaluativist 
understandings of knowledge and knowing.  
Throughout the interviews Yoo-Sun often discussed the way in which she 
researches cultural information using Google or library books. However, this discussion 
often lacked evidence of critical analysis of theory; as demonstrated in the quote below, 
where Yoo-Sun discusses the practical strategies she uses and resources she draws on, to 
consider, rather than theoretically critique cultural information sourced online.  
…well that’s the thing, sometimes I can see information on Korean culture and 
see that it’s not really quite right, because I know the culture. But for the basic 
information like encyclopaedia things can still be correct, so definitions those 
sorts of things, some characteristic things are still okay…. so I’m always asking. 
I’ve got a couple of Chinese friends and inclusion support; I’m getting her still 
2 hours per week. A Chinese interpreter I applied for the funding and she is 
coming for two more weeks 2 hours per day and interpreting all the Chinese 
kids for me and I’m asking a lot about what is this. One of my girls she is really 
shy about some things so I can ask why that is. So I’m asking inclusion support, 
I’m asking parents and then I’m asking my friends as well. (Yoo-Sun, Interview 
1) 
At the start of the above quote Yoo-Sun discusses how she is able to use her 
knowledge of Korean culture to assess the reliability of the information she reads about 
Korea, and identify any discrepancies. The ability to evaluate the reliability of knowledge 
in light of available frames of reference is a key trait of a self-authored identity (Baxter 
Magolda, 2004b), however Yoo-Sun relies on her own knowledge rather than drawing 
on a wider range of theory and evidence. Yoo-Sun appears to believe that certain types 
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of knowledge such as definitions and characteristics found in an encyclopaedia are more 
likely to be correct and perhaps require less evaluation, indicating a more objectivist 
belief about information that may be perceived by Yoo-Sun as factual. However, Yoo-
Sun then goes on to discuss the importance of talking to culturally diverse parents, 
friends, and colleagues, or cultural informants to ask questions and increase her 
understanding of cultural knowledge. This illustrates Yoo-Sun’s practice of asking 
questions and demonstrates her curiosity for cultural specific knowledge and openness 
towards intercultural learning (Deardorff, 2006); however, it is unclear how Yoo-Sun 
uses or evaluates this knowledge. Yoo-Sun’s ability to effectively communicate with 
diverse others to gain and assess cultural information demonstrates her interpersonal 
skills. However, from the above quote it is unclear how Yoo-Sun evaluates the source or 
reliability of this cultural knowledge, pointing to a more subjectivist personal 
epistemology. 
The development of self-authorship in the epistemological dimension requires the 
internal construction of knowledge rather than the transmission of knowledge from 
authorities (Baxter Magolda, 2004a). Prior to immigrating to Australia Yoo-Sun worked 
as a professor’s assistant in South Korea. As Professor Han could potentially be seen as 
an authority figure it is interesting to explore Yoo-Sun’s beliefs about the influence that 
Professor Han had on her teaching and philosophy.  
I met her when I studied my Masters at university, well before I met her, my 
teaching strategies were very teacher centred or focused…Then since I met her 
and we did a study group together so we discussed the theory and Reggio 
Emilia and those things and I started to change my whole philosophy and 
everything; my pedagogical perspectives started changing to become really child 
centred. So I tried really hard, because I really love the idea that we take 
everything from the children’s interests and their own curiosity. I think it’s 
really big milestone for me. It was a really big change for me, from thinking I 
need to teach them, to then thinking that I can still be the teacher but we learn 
together, so I’m learning together with the children. So she’s been a big 
influence on me. (Yoo-Sun, Interview 4) 
From the quote above it is clear that Professor Han had a significant influence on 
Yoo-Sun’s teaching practice and philosophy. Yoo-Sun identifies this time as a significant 
milestone and describes her shift from teacher centred pedagogies to a more child-
centred, constructivist approach. These changes to Yoo-Sun’s beliefs about children’s 
learning appear to have occurred through collaborative discussions with Professor Han 
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about early childhood theories. Constructivist views about children’s learning have been 
linked to more evaluativist personal epistemologies (Brownlee et al., 2008), as children 
are seen as capable of co-constructing their own knowledge, as reflected though Yoo-
Sun’s statement about learning “with the children”. In this instance Yoo-Sun’s personal 
epistemology appears to be focused around active co-construction of knowledge, where 
Yoo-Sun and the children are actively involved in knowledge construction, indicating 
perhaps more evaluativist beliefs than previously discussed. These contrasting findings 
in the epistemological dimension highlight the complex and multidimensional nature of 
personal epistemology (Buehl & Alexander, 2006). 
 The ability to construct knowledge and evaluate the opinions of people in 
positions of authority is significant to the development of self-authorship. Self-
authorship across the epistemological and interpersonal dimensions requires the mutual 
construction of knowledge, where expertise and authority are shared (Baxter Magolda, 
2004).  In order to further understand the influence of Professor Han on Yoo-Sun’s 
development of an internal self-authored identity, Yoo-Sun was asked if she trusted the 
opinion of Professor Han. 
 Trust, I think I might say that we agreed, rather than just trust. Still I think the 
Reggio Emilia approach in South Korea it was over ten years ago then and I 
think now it’s still very new ideas and philosophies. We just agreed on their 
educational philosophies, well I think it’s like here where the children’s interests 
come first. (Yoo-Sun, Interview 4) 
Above Yoo-Sun appears to dismiss any notion of a blind trust in Professor Han’s 
opinions. This indicates that Yoo-Sun does not rely on external sources to guide her 
beliefs, suggesting evaluativist personal epistemology about the source of knowledge 
(Hofer, 20004), as Professor Han’s authority is not used as a justification, as would be 
expected for someone with subjectivist beliefs. This also suggests Yoo-Sun’s 
intrapersonal ability to internally construct her own ideas and teaching philosophy. 
There is no indication of how Yoo-Sun evaluates Professor Han’s opinions, as she 
simply states that they are in agreement about the philosophy of Reggio Emilia. The 
quote below follows a question about Yoo-Sun’s perception of Professor Han as an 
expert.  
We always say we are not a master, we are not an expert. I think we learn from 
our errors, we learn from mistakes. I think over 10 years ago in South Korea 
when we were bringing the Reggio approach to the kindergartens it was just in 
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the beginning stage, all the thinking about how to implement it in the Korean 
early childhood system. It was just, well there were heaps of misunderstanding 
and heaps of mistakes, and it was like a trial and error at that stage. I don’t 
think she was trying to be an expert or master. (Yoo-Sun, Interview 4) 
Above Yoo-Sun rejects the idea of Professor Han as an expert or master, and 
instead articulates her own beliefs about the dynamic nature of knowledge and the 
importance of learning from one’s mistakes and misunderstandings. Other than the 
discussion of her own beliefs, there is still no indication of how Yoo-Sun might evaluate 
or analyse Professor Han’s beliefs. Yoo-Sun discusses the difficulties that arose in the 
process of implementing the child-centred theories of the Reggio Emilia approach in 
the Korean early childhood system. Her discussion of trial and error demonstrates the 
beginning of a reflective process that occurred as Yoo-Sun endeavoured to incorporate 
new theoretical ideas into her understanding of early childhood education. However, 
Yoo-Sun does not discuss the early childhood theories that underpin the Reggio Emilia 
approach, as would be expected of an evaluativist, but rather focuses on the strategies of 
“trial and error” which may suggest she is in transition between subjectivism and 
evaluativism.  
In order to understand Yoo-Sun’s beliefs about the certainty of knowledge 
(Hofer, 2004) claims she was asked the following question: If two experts or academics 
disagree on something today, do you think that someday they will come to some 
agreement?  
Well does it really matter if they think in opposite ways? Does it really matter 
do you think?  
Researcher: Well what do you think? 
I think it’s just like me with my mum. My mum is a kindergarten director in 
South Korea; she is really conservative, so sometimes I conflict with her. So 
when I started with the Reggio Emilia approach, so for example in Reggio 
Emilia there are always at least two teachers in one room, so that’s ideal for 
observing and working on the projects together, having two teachers in one 
room can be really effective. But then from my mum’s perspective two teachers 
in one room are too expensive and she thinks about the money and things like 
that. So we can’t agree on the same way on something like that. After that when 
I went on to work as the professor’s assistant. I think if they are working on the 
same project or working on the same thing, they need some sort of negotiation. 
Otherwise it can sometimes be a waste of time because if they are going in 
  
Chapter 5: Case by Case Analysis 151 
opposite ways I can see especially with educational things it could be wasting 
time and wasting resources. I think it would be better if they could negotiate to 
find some points to agree. (Yoo-Sun, Interview 4) 
In the first quote Yoo-Sun does not appear to see the immediate issue with two 
people holding opposing beliefs, indicating her understanding of diverse perspectives 
and appreciation for diverse worldviews. Yoo-Sun appears to view knowledge as 
contextually constructed and is able to tolerate and engage with ambiguity (Baxter 
Magolda & King, 2004; Deardorff, 2006).   In the second quote Yoo-Sun reflects on an 
experience with her mother where they had conflicting views about early childhood 
education, in this quote Yoo-Sun appears to view knowledge and perspectives as socially 
and contextually constructed, where perspectives are built around social experiences and 
contexts. There is some indication of evaluativism as Yoo-Sun integrates the objective 
evidence based approach of Reggio Emilia with her mother’s subjective opinion and 
experiences (Feucht, 2011). Yoo-Sun does not appear consumed by her mother’s 
perspective as she states “we can’t agree on the same way on something like that” (Yoo 
Sun, Interview 4), illustrating her ability to genuinely take others’ perspectives into 
account while staying true to her own beliefs. This section of the quote highlights the 
interconnections between Yoo-Sun’s personal epistemological beliefs about the 
contextual nature of knowledge, her interpersonal respect for the perspectives of others, 
and her intrapersonal ability to maintain her own beliefs and to not be consumed by 
others’ perspectives. Yoo-Sun then shifts her thinking to discuss the importance of 
negotiation in certain situations. There is no indication that Yoo-Sun thinks that people 
need to come to a total agreement, however she acknowledges that in order to be 
productive in collaborative partnerships they would need to agree on certain points. 
This suggests that Yoo-Sun believes in the importance of discussion and understanding 
others’ ideas or worldviews, again suggesting a relationship between Yoo-Sun’s personal 
epistemology and interpersonal skills.   
This section has illustrated the interconnections between Yoo-Sun’s personal 
epistemology and her intercultural competence. Throughout the interviews Yoo-Sun 
demonstrated a commitment to ongoing learning and curiosity through her repeated 
phrase “I’m still learning”. This allowed her to build relationships and discover new 
cultural knowledge (Deardorff, 2006). This curiosity led Yoo-Sun to research cultural 
information in books and online, however using her own cultural knowledge of Korea 
she was able to question the reliability of this information. Yoo-Sun detailed the way she 
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draws on culturally diverse families, colleagues and friends, as cultural informants, to 
increase and assess her understandings. It is clear that Yoo-Sun questions the reliability 
of certain information however the interview also revealed that not all information is 
evaluated, suggesting some more objectivist or subjectivist understandings about certain 
types of knowledge. Yoo-Sun also reflected on the significant influence her past 
employer, Professor Han, had on her teaching philosophy and constructivist 
pedagogies. Yoo-Sun described this collaborative partnership as a huge milestone, as she 
reflected on the strategies they used to adapt the theories of Reggio Emilia to fit the 
South Korean context. Yoo-Sun’s personal epistemology appears to relate to her to 
understanding of others’ cultural worldviews as she views knowledge as contextual and 
socially constructed (Baxter Magolda, 2004). The following section explores Yoo-Sun’s 
interpersonal development through analysis of the interview and observational data. 
Interpersonal  
As individuals become self-authored they build an interpersonal foundation, 
characterised by authentic interdependent relationships with diverse others, and the 
integration of multiple perspectives (Baxter Magolda, 2004). This section explores the 
ways Yoo-Sun makes meaning of interpersonal experiences with diverse children, 
families, and colleagues. Analysis of interview and observational data revealed that Yoo-
Sun has built strong interpersonal relationships with families, children and colleagues, 
through open and honest communication. Below Yoo-Sun discusses the importance of 
ongoing communication with the culturally diverse families at Springtown kindergarten. 
Basically we’re all under the roof, we are all learning together, playing together, 
being together, something like that. In the classroom there are twenty-two kids, 
this year I have seven Korean, seven Chinese, two Arabic, four Indian and two 
Australians, but basically they are all kids and we are all learning together and 
working it out together. But still I’m learning and the children are learning too. 
I’m learning about all the different cultures, so with the Arabic families, last 
term we attended the school Easter bonnet parade and then a couple of parents 
came up and said ‘Yoo-Sun we don’t celebrate Easter’. So I made a letter, a 
permission letter to see if they could join in. Then I show all my concerns that I 
understand you have different knowledge, cultural values and religion… 
Basically we need ongoing communication, so there is no misunderstanding. 
Every day something comes up and I am learning about the different cultures 
and their values, their beliefs and even all the food. (Yoo-Sun, Interview 1) 
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Above Yoo-Sun demonstrates her understanding of the value of the diversity of 
cultural knowledge, values, and religions present in her class (Deardorff, 2006). Yoo-Sun 
reflects on a previous cultural misunderstanding and discusses how she overcame this 
through communication with parents, allowing her to learn from new experiences and 
interactions. This commitment to ongoing learning suggests that Yoo-Sun believes that 
knowledge is not static, but personally and socially constructed (Baxter Magolda, 
2004b). Yoo-Sun’s interpersonal skills allow her to show respect and empathy for other 
cultures, and openness towards intercultural learning (Deardorff, 2006). She appears to 
genuinely take the perspectives of others into account to build authentic relationships 
(Baxter Magolda & King, 2004) as she states “I show all my concerns that I understand 
you have different knowledge, cultural values and religion…” (Yoo-Sun, Interview 1). 
Below Yoo-Sun reflects on another cultural misunderstanding at last year’s Mother’s day 
party.  
. . . I didn’t realise there was spam in the sushi. So after the mum said ‘stop 
eating the sushi!’ I said I was so sorry. So on a daily basis even with food and 
the behaviour, the events and all the experiences are based on cultural 
differences. So basically I can say that I am still learning. All the families are still 
learning about each other, and trying to understand each other. (Yoo-Sun, 
Interview 1) 
In the quote above Yoo-Sun continues to demonstrate her responsiveness and 
commitment to ongoing learning with the culturally diverse families and children. Yoo-
Sun appears to understand the role and impact of culture on social contexts and the 
significance of learning about culture specific knowledge and understanding of cultural 
traditions (Deardorff, 2006). Below Yoo-Sun discusses the interpersonal strategies she 
uses to increase her cultural knowledge and build relationships with parents. 
I am asking a lot, because I don’t know from my own experiences. Sometimes 
there are mums hanging out the front chatting about something, with a really 
serious face, then I can sense there is something going on. So I will approach 
them and go ‘What are you talking about?’. . . So I’m just open to them and ask 
them. (Yoo-Sun, Interview 1) 
Yoo-Sun’s approach to communication can be described as open and 
straightforward. Yoo-Sun’s communication skills and ability to read the situation to 
interpret parents’ body language could potentially enable her to resolve any 
misunderstandings before they became significant issues. In subsequent interviews Yoo-
Sun detailed how this open approach to communication allowed her to talk to parents 
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openly about any issues of confusion they had in regards to the kindergarten program. 
By approaching parents and addressing their concerns Yoo-Sun appears to be 
developing respectful relationships built around trust and open communication with 
parents (Baxter Magolda & King, 2004). This approach demonstrates Yoo-Sun’s 
interpersonal skills and intercultural competence as she appears to observe, analyse, and 
interpret parents’ body language and behaviour to engage in open conversations to 
relate and learn through interactions (Deardorff, 2006). It is important to point out that 
not all cultures appreciate open or direct communication. Wang (2010) discusses the 
importance of contextual factors when choosing to communicate in a direct or indirect 
style, and states that “. . . directness and indirectness [are] contextually sensitive rather 
than culturally bound” (p. 118). This highlights the importance of adaptability as 
detailed in Deardorff’s (2006) model of intercultural competence. 
Throughout the data collection period, Yoo-Sun demonstrated the ability to 
carefully observe children’s behaviour which then guided her pedagogies. The 
observation below illustrates this practice. 
It is Tuesday morning and the children have just transitioned to the mat for 
group time. The children are chatting to their friends as Yoo-Sun starts to sing 
the Good Morning song; most of the children stop chatting and join in with the 
song. The song welcomes the children to kindergarten with the greeting 
changing in each verse e.g. Hello, Nǐ hǎo (Mandarin), and Namaste (Hindi). 
David, a new boy from a Chinese background is sitting about a metre away 
from the rest of the group. After the song Yoo-Sun reminds the children of 
how to sit on the mat i.e., Legs crossed and hands in lap. A few children 
continue to chat and Yoo-Sun then brings the individual children’s attention to 
a picture card, pointing out how the child in the picture is sitting. Yoo-Sun then 
says something in Korean, which she later said was a translation of the 
instruction for some of the Korean children who do not speak fluent English. 
Yoo-Sun then observed that David was slowly shuffling further away from the 
group, she asks Andrew, a bilingual Chinese/Australian boy to ask David in 
Chinese to come and sit with him. Andrew approached David who then 
followed him over to the mat. 
(Observational field notes, 29th April 2014) 
In the above observation Yoo-Sun demonstrates her bilingual abilities and 
sociolinguistic competence (Deardorff, 2006) as she draws on her first language 
(Korean) to interpret the social situation and appropriately use language to ensure 
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children understand. Yoo-Sun also draws on Andrew’s bilingual abilities, demonstrating 
her positive view of children’s linguistic resources.  Yoo-Sun displays the ability to 
patiently observe the children and the flexibility (Deardorff, 2006) to adapt her 
pedagogies to ensure children understand and feel included. This adaptability included 
the use of visual picture cards and the use of three languages in this short observation. 
Yoo-Sun’s intercultural competence and interpersonal skills allowed all children to 
participate in this learning experience. 
In the quote below Yoo-Sun responds to the spoon feeding scenario. Like the 
previous two case study teachers, Yoo-Sun has also had previous experiences with 
children in her class that were being spoon fed at home.  
So last term with Diya I’d fed her one or two spoons, and say because this is 
what your mum does at home so I can just help you here, but just one or two 
spoons then we will swap. So I’d swap the spoon to her hands and I’d say now 
you go and then she started like that. It was how in the beginning she started to 
eat by herself. I’m trying now with Reshma to do that, but she is really fussy 
about the food, so she didn’t really start eating much, she can be quite 
stubborn, so I’m still figuring it out. I asked her mum what her strategy is at 
home, and she said we don’t really have a strategy. So I asked what do you do 
and she said we just feed her, because I tried like I did with Diya but it didn’t 
really work for her at the moment. So with Alia I would explain to the mum 
and dad about what happens in kindy and next year, make them understand 
fully about what is going on here and why. (Yoo-Sun, Interview 3) 
The above quote illustrates how Yoo-Sun uses her open communication to 
collaborate with diverse families to share strategies. The ability to communicate 
effectively in intercultural situations is a key indicator of intercultural competence 
(Deardorff, 2006). Although Yoo-Sun agrees with the teacher in the scenario that 
children should become independent, she appears to be willing to place her own views 
on hold to negotiate an outcome where the parents and child are happy. Yoo-Sun 
emphasises the importance of ensuring parents know the reasons behind her beliefs and 
practice. However, it is unclear from the quote how Yoo-Sun would gain understanding 
of the reason behind parent’s beliefs and practice. She also appears willing to collaborate 
and learn from parents and apply their strategies in her classroom (e.g., “I asked her 
mum what her strategy is at home”), demonstrating a potential negotiation of 
perspectives (Baxter Magolda & King, 2004).  
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The importance of collaboration is also mentioned in Yoo-Sun’s discussion of her 
relationships with colleagues below. 
With my colleagues I’ve built really fantastic relationships, really collaborative, 
really helping each other and with the teachers next door we are always trying 
to help each other and if we are always sharing information. The types of 
relationships I think I’d say collaborative and respectful relationships. I’m really 
thankful for my assistant and my colleagues next door, they have been so 
helpful since I’ve been working here, so it’s been really great. I really appreciate 
all the teachers here. (Yoo-Sun, Interview 5) 
Yoo-Sun discusses her gratitude for the helpful relationships she has developed at 
Springtown kindergarten. She emphasises the importance of respect, sharing 
information, and collaborating with her colleagues. It appears that Yoo-Sun has 
developed respectful relationships with her colleagues, built around helping each other 
and sharing information. 
This section has illustrated the open and honest nature of Yoo-Sun’s interpersonal 
meaning making. Yoo-Sun’s ability to observe and interpret parents’ body language and 
interactions enables her to communicate effectively to get any concerns out in the open. 
Yoo-Sun shows respect for parents’ perspectives and is willing to ask questions and 
learn from parents in order to work through any issues in the classroom. Yoo-Sun’s 
ability to observe extended to her classroom pedagogies as she adapts her pedagogies to 
communicate with diverse children and demonstrated her sociolinguistic competence 
and flexibility. Although only briefly discussed Yoo-Sun appears to have built respectful 
and caring relationships with her colleagues. Analysis of observations and quotes 
indicates a connection between Yoo-Sun’s interpersonal abilities, classroom pedagogies, 
and the relational and linguistic aspects of her intercultural competence. These aspects 
include her sociolinguistic competence; respect for diverse cultural perspectives; skills to 
observe, analyse, interpret and relate; flexibility; and the ability to learn through 
interactions (Deardorff, 2006). The following section explores the role of the 
intrapersonal dimension in Yoo-Sun’s development of self-authorship. 
Intrapersonal  
Self-authored individuals are able to generate an internal sense of self to define 
their own values and identity, in turn answering the question of: Who am I? (Baxter 
Magolda & King, 2004). This section explores Yoo-Sun’s internal sense of self which 
can allow for the construction of her beliefs, attitudes, and cultural identity (Baxter 
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Magolda & King, 2004).  Yoo-Sun’s cultural identity refers to her sense of belonging to 
both Korean and Australian cultural groups. This section also explores the potential 
relationship between Yoo-Sun’s intrapersonal beliefs and attitudes, her cultural identity, 
and her her intercultural practices. 
Throughout the interviews Yoo-Sun reflected on her experiences as an immigrant 
and on her bicultural Korean-Australian identity. Yoo-Sun openly shared her personal 
experiences with racism in the community and below she discusses her feelings about 
being told to “Go back to your own country.” 
Well now I’m an Australian citizen, I would say well this is my country and I 
can’t really go back anywhere else, this is my country. Now I’m still Korean-
Australian, but when I’m walking in the kindy with all the kids from all the 
different cultures, now I am more understanding… Maybe if I didn’t have these 
kids in my class then maybe I would still be thinking is there a right thing to do, 
or is it the wrong thing to do in their culture. So now I’m figuring it out after 
spending time with them, I’m just really finding it out. So even in Australian 
culture if I just said how old are you? Are you married? It’s really rude, isn’t it? 
But in Korean or Chinese culture, it’s just natural; it just comes out naturally off 
the tongue… I’m learning a lot more, so that I can understand them more, 
understanding that their culture can cause conflict or disagreement or 
something like that. But if you show you understand them, and then it’s 
nothing major. (Yoo-Sun, Interview 3) 
From the quote Yoo-Sun appears to have a strong internally defined cultural 
identity (Baxter Magolda & King, 2004), as external influences and experiences with 
racism have strengthened her bicultural Korean-Australian cultural identity. Yoo-Sun 
reflects on the way her bicultural identity allows her to have a greater understanding for 
the culturally diverse children in her class. Her commitment to ongoing learning is again 
apparent as she discusses the way she is “figuring it out”. Yoo-Sun demonstrates an 
ability to adapt to new cultural environments and a deep understanding of her own 
culture, as she discusses how culture can shape communication styles and interactions 
(Deardorff, 2006). Yoo-Sun’s self-awareness of her own bicultural identity relates to the 
importance of cultural awareness as a foundational component of intercultural 
competence (Deardorff, 2006).  
Below Yoo-Sun continues to discuss how her cultural identity influences her 
thinking about children’s own diverse cultural and linguistic identities and her reflective 
teaching practice. 
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As a teacher I think this year I’m just experiencing cultural diversity with the 
kids this year with all the children from all the different cultural or linguistic 
backgrounds. Then as a non-Australian teacher I’m just still being with them 
and just, every day something new comes up about the cultures, their 
religions… I’m just learning that their behaviour can just be kids’ behaviour, 
but I think beyond that their behaviour can be embedded from their culture 
and what they’ve been taught at home and what they’ve learnt from mum and 
dad at home, sometimes it’s not just their behaviour. I’m learning that it might 
be part of their religion, or their grandma and granddad have spoken to them at 
home. Or it could be part of their culture. I think maybe I’m understanding my 
kids more deeply, and I can analyse their behaviours sometimes and think well 
where does all that emotional behaviour come from today? (Yoo-Sun, 
Interview 3) 
The above quote reveals Yoo-Sun’s ability to observe and analyse children’s 
actions to look past behavioural generalisations, developing her deep understanding of 
the role and impact of culture on situational and social contexts (Deardorff, 2006). The 
quote illustrates the connection between Yoo-Sun’s own cultural identity and her 
intercultural beliefs and practice, as Yoo-Sun reflects on her cultural identity and 
discusses her commitment to ongoing learning with the culturally diverse children in her 
classroom. This demonstrates Yoo-Sun’s respect and understanding for the children’s 
diverse worldviews and cultural identities. This appreciation of diverse worldviews 
indicates a connection between Yoo-Sun’s cultural identity and personal epistemology, 
as her own bicultural identity appears to allow her to shift perspectives to see multiple 
cultural frames, an epistemological strength (King & Baxter Magolda, 2005). 
Below Yoo-Sun reflects on the influence of her teaching experience with children 
from diverse cultural backgrounds on her own beliefs and identity. 
I haven’t thought about how some of the other cultures would affect my 
beliefs. I think my beliefs are still my beliefs. But part of my beliefs is that I 
strongly believe that I need to respect all the other cultures and religions as 
well, so even though I’m from Christian background I still respect all the 
Muslim culture. I try to look out for that and ask them to bring their memories 
and experiences and if they need any special care during the Ramadan period, I 
would ask their mum to let me know if your child needs something more, I 
would love to do that. (Yoo-Sun, Interview 3) 
Yoo-Sun’s discussion reveals her internally defined beliefs and value system 
(Baxter Magolda & King, 2004) as she suggests that others do not influence her and 
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states “my beliefs are still my beliefs”. Respect appears to be central to Yoo-Sun’s 
beliefs and value system, allowing her to show empathy and understanding towards 
others’ worldviews and diverse ways of being (Deardorff, 2006). Below Yoo-Sun 
continues to articulate the importance of respect for other cultures. 
I have got my own cultural identity, but still I need to respect all the children’s 
cultural identities too. I think I can’t really press the respect any more, but 
respect to all the cultures, the families and religion is the base for my teaching. 
(Yoo-Sun, Interview 3) 
It appears that Yoo-Sun’s awareness of her own cultural identity enables her to 
appreciate the importance of respecting children’s own cultural identities. The notion of 
respect appears to be a key component of Yoo-Sun’s teaching philosophy. 
This section has illustrated Yoo-Sun’s intrapersonal awareness and understanding 
of her own cultural identity. Yoo-Sun openly discussed her experiences as an immigrant 
and reflected on the ways they have shaped her bicultural Australian/Korean identity. 
She also believed that these experiences have increased her empathy and understanding 
of culturally diverse worldviews (Deardorff, 2006). Yoo-Sun’s awareness of her own 
cultural identity allowed her to reflect on the importance of developing children’s 
cultural identities, demonstrating a deep understanding of the role that culture plays on 
situational and social contexts. Yoo-Sun discussed respect for cultural diversity and 
reflection as central to her personal and teaching philosophy.   
5.4.3 Summary  
Development towards self-authorship can promote lifelong learning, and enable 
an increased ability to engage in the critical and ethical thinking required to participate in 
our culturally diverse society (Baxter Magolda, 2007). Yoo-Sun’s commitment to 
ongoing learning and reflection on her teaching practice suggests she is developing a 
self-authored identity. Figure 5.3 outlines the indicators of Yoo-Sun’s self-authorship 
and elements of intercultural competence, highlighted in green.  
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Figure 5.3 details the mix of beliefs that Yoo-Sun expressed about knowing and 
knowledge, from objectivist and subjectivist beliefs about certain types of knowledge to 
more evaluativist beliefs about the source of knowing. Yoo-Sun’s personal epistemology 
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Figure 5.3. Overview of Yoo-Sun’s intercultural meaning making 
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enabled her to view knowledge as personally and socially constructed as she carefully 
considers the perspectives and worldviews of others. Yoo-Sun’s personal epistemology 
related to six of Deardorff’s (2006) elements of intercultural competence: understand 
others’ worldviews; tolerating and engaging with ambiguity; deep knowledge and 
understanding of culture (own and others’); general openness toward intercultural 
learning; curiosity and discovery; and learning through interaction. 
Yoo-Sun’s epistemological ability to negotiate and respect others’ perspectives, 
while staying true to her own beliefs and values illustrated her interpersonal skills and 
self-authored identity (Baxter Magolda, 2004b). Yoo-Sun demonstrated strong 
intercultural interpersonal skills, as evidenced by the nine elements of intercultural 
competence detailed in Figure 5.3. These skills included her capacity to observe and 
interpret behaviours, and adapt her pedagogies for varying intercultural communication 
and learning styles (Deardorff, 2006). Yoo-Sun’s curiosity and commitment to ongoing 
cultural learning was again evidenced through her open and honest communication with 
culturally diverse children and their families. Her sociolinguistic competence in English 
and Korean allowed her to effectively communicate with the children and their families.  
Yoo-Sun’s bicultural Korean Australian identity and intrapersonal awareness 
played a central role in her intercultural competence and development towards self-
authorship, which reflected Baxter Magolda’s (2004) claim that the self is central to the 
social construction of knowledge. Four of Deardorff’s elements of intercultural 
competence related to Yoo-Sun intrapersonal awareness, including cultural awareness 
and capacity for self-assessment; deep understanding of (own) culture; cross-cultural 
empathy; and an understanding of the role and impact of culture on situational and 
social contexts. Cultural self-awareness allowed Yoo-Sun to share her deep knowledge 
and understanding of her own culture and develop an understanding and curiosity to 
learn about children’s diverse cultural backgrounds. This curiosity and commitment to 
ongoing learning was apparent in all three dimensions of Yoo-Sun’s developing self-
authored identity. This curiosity enabled Yoo-Sun to research cultural information to 
discover new knowledge. However, there was limited evidence of Yoo-Sun’s ability to 
critically evaluate this knowledge, indicating that she has not quite reached self-
authorship.  Yoo-Sun’s commitment to ongoing learning coupled with her interpersonal 
skills allowed her to build relationships with culturally diverse others and learn through 
interactions. Her intrapersonal awareness allowed her to reflect on the influence of her 
own bicultural identity on her pedagogies and interactions. Yoo-Sun’s sociolinguistic 
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competence, as evidenced in the observational field notes and her flexible classroom 
practices further evidenced her development of intercultural competence. 
5.4.4 Context summary 
This section explores the potential interactions between the context at Springtown 
Kindergarten and the phenomena of Yoo-Sun’s development of intercultural 
competence. Analysis through the theoretical framework of self-authorship revealed 
that Yoo-Sun holds a mix of beliefs about knowledge and knowing, making it difficult 
to define her personal epistemology. Yoo-Sun demonstrated an interpersonal ability to 
negotiate and respect others’ perspectives, and a strong intrapersonal awareness of her 
bicultural identity and intercultural beliefs. The contextual factors at Springtown 
Kindergarten, including the director’s beliefs, cultural/social demographics, and the 
policy statements, may have played a supporting role in Yoo-Sun’s development of 
intercultural competence.  
The 2011 Census data revealed significant cultural diversity in the area 
surrounding Springtown Kindergarten. Over half of the households in the suburb spoke 
two or more languages and number of residents born outside Australia (55.5%) was 
significantly higher than the national average of 30.2%. The four most common 
languages spoken in the community were Mandarin, Cantonese, Korean, and Hindi 
(ABS, 2013). Both Yoo-Sun and Carla, the centre director, were born outside of 
Australia, in South Korea and Scotland respectively. Yoo-Sun is bilingual and was 
observed speaking Korean to children and their parents, while Carla reflected on the 
difficulties she faced due to her accent when she first immigrated to Australia as a child. 
In interviews with Yoo-Sun and Carla they both demonstrated cross-cultural empathy 
(Deardorff, 2006) as they reflected on their own experiences as immigrants and were 
able to relate to the challenges faced by culturally diverse children and parents at 
Springtown Kindergarten. 
The Communicating with Families from Culturally and Linguistically Diverse 
(CALD) Backgrounds Policy at Springtown Kindergarten also focused on the 
importance of assisting newly migrated families to engage and participate in society. The 
CALD policy appeared to be enacted as Carla discussed how she has signs translated 
into the two most common languages, Mandarin and Korean, to help families feel 
included at the service.  Yoo-Sun’s bilingual abilities also enabled Korean children and 
their families to feel a sense of belonging at Springtown Kindergarten. The CALD 
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policy document appears to be particularly relevant given the cultural demographics of 
the suburb. The policy document highlights the importance of intercultural competence 
and inclusive practices not just for early childhood settings, but for society as well. 
Although it is not possible to attribute Yoo-Sun’s intercultural competence to the 
context at Springtown Kindergarten, it is interesting to note how Yoo-Sun and Carla’s 
experiences may have shaped the policy documents, which is reflective of the cultural 
diversity in the community surrounding Springtown Kindergarten. 
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5.5 CASE 4: VANESSA  
At the time of the interviews and observations Vanessa had been working in her 
current position as the kindergarten teacher at Seaside Child Care for one year. Vanessa 
holds a Bachelor of Education and has completed the early childhood bridging program 
to meet the qualification requirement to work in a Queensland Government funded 
kindergarten. Prior to working as a kindergarten teacher Vanessa worked in primary 
schools settings in Australia and the United Kingdom for seven years. During the 
interview Vanessa described her family as “a typical nuclear family” that is “not religious 
or spiritual” (Vanessa, Interview 2). Vanessa is married and in her thirties with two 
young children that attend Seaside Child Care. 
Vanessa was warm and welcoming each time I entered her kindergarten room.  
However during the one-on-one interviews, she appeared quite unsure about her 
responses and occasionally seemed uncomfortable with the probes. For this reason, the 
interviews were limited to three sessions and Vanessa chose to respond to the remaining 
questions via a written response. Although she discussed her beliefs about teaching, she 
did not go into detail about her personal beliefs, or reveal much about her meaning 
making processes. All interviews were conducted in the staff room at various times that 
were convenient for Vanessa. In hindsight, this public setting may have lacked sufficient 
privacy for Vanessa’s self-disclosure. 
The data analysed in this case were collected through three individual interviews 
and a written response to interview questions from Vanessa; one interview with 
Elizabeth, the centre director; 28 hours of classroom observations over a three-week 
period; and thematic content analysis of policy, philosophy, and programming 
documents. An overview of the participants and data in this case is presented in Table 
5.5. 
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Table 5.5 
Overview of data collected at Wattle Road Early Learning Centre 
Interviews Observations Documents 
Vanessa (Teacher) 
 1 scenario interview 
 2 stimulated recall 
interviews 
 1 written response 
Elizabeth 
(Owner/Director) 
 1 individual interview 
28 hours of observations 
including: 
 Indoor/outdoor play  
 Meal times 
 Rest time 
 Pick up/drop off 
 Group time 
Kindergarten goals & 
philosophy 
Learning stories 
Policy documents 
 Anti-bias/inclusion 
 Multicultural/diversity 
 Communicating with 
parents 
 
5.5.1 Kindergarten: Seaside Child Care 
Seaside Child Care is a privately owned and operated early childhood service (long 
day care) licensed for 96 children aged from 6 weeks to 6 years. The service was 
established in 2003 and has a Queensland Government funded kindergarten program. 
Seaside Child Care is located in a small coastal town in Central Queensland. The 2011 
Census revealed that the town is home to an older population with a median age of 47 
years, compared to the Australian median of 37. The number of residents born in 
Australia was 82.9%, which is higher than the Australian average of 69.8%. The most 
common ancestries in the area surrounding Seaside Child Care were Australian 30.8%, 
English 30.1%, Irish 10.3%, Scottish 7.8% and German 4.2%. English was the only 
language spoken at home for 93.2% of the population. The next two most commonly 
spoken languages spoken at home were German (0.3%) and Italian (0.3%). The census 
data also revealed that families with children had median incomes that were 19% lower 
than the Australian median (ABS, 2012). The inclusion of these statistics has illustrated 
the predominately Australian-European background of the population surrounding 
Seaside Child Care. This allows the reader to appreciate the potential interactions 
between the cultural and community contexts and Vanessa’s self-authorship and 
intercultural competence.    
Although the ethnic and linguistic diversity of the population surrounding Seaside 
Child Care appears to be rather Anglo-European, the Anti-Bias and Inclusion Policy 
below embraces a range of cultural differences.  
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Seaside Child Care welcomes staff, parents and children from all backgrounds, 
cultures, with all levels of abilities and disabilities to be part of our centre.  
Australia is a diverse community, and we embrace difference as being part of 
what makes our country unique. Everyone has something different to offer our 
community. 
We welcome equally all children to be enrolled at Seaside Child Care. As each 
child is unique, we undertake as educators to get to know each child 
individually.  We will do this by asking parents to share information about their 
child and their family and backgrounds, so that we can tailor our program to be 
relevant to each child.  Our program will be inclusive, so that children with 
special needs, those who are from non-English speaking homes, and those 
from varying socio-economic backgrounds will feel valued and welcome to 
participate.  We will show no gender bias towards children, and encourage all 
children to enjoy the program equally. (Seaside Child Care Anti-Bias and 
Inclusion Policy, 2014)     
The policy statement above embraces diversity and demonstrates an appreciation 
of the positives that people from culturally diverse backgrounds bring to the centre 
(Deardorff, 2006). There is a focus on all children and families’ unique qualities and 
needs, creating the image of a welcoming and inclusive service. The policy statement 
outlines inclusive strategies to increase parental involvement and ensure children feel 
valued. There is a focus on a wide range of human diversity to include children with a 
range of abilities, and cultural, linguistic and socio-economic backgrounds. This focus 
on inclusion and human diversity was also reflected in the interview with the owner and 
director Elizabeth. 
I guess it [cultural diversity] means an inclusive program, so making sure that 
everyone regardless of cultural background feels included. Then also thinking 
about culture, not just the culture of the country that they come from, but the 
culture of their homes. I remember a university lecturer once described it to me 
‘culture means the way we do things around here.’ So the way they do things 
around here in their home, or the way they do things around here, I guess that’s 
taking into account everybody’s diversity. Taking into account what every 
person does in their home, so whether they are from the Philippines, or 
whether they’re Aboriginal, or from an English/Irish background, so everyone. 
(Elizabeth, Director/Owner Seaside Child Care) 
In the quote above Elizabeth acknowledges the importance of an inclusive 
program where everyone feels included regardless of their cultural background. She then 
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shares her understanding of culture as more than just one’s ethnicity. Elizabeth reflects 
on a statement from her university lecturer who described culture as “the way we do 
things around here”. Although this definition is more often seen in literature related to 
organisational culture, it could be extended to discuss culture as the different ways in 
which individuals, families, and communities go about their daily lives.   
This section has provided contextual information regarding Seaside Child Care. 
The statistical demographics demonstrated the social and cultural trends in the small 
community. The intercultural views of Elizabeth, the owner/director have been 
explored alongside thematic analysis of the policy documents demonstrating the 
attempts made by Seaside Child Care to create an inclusive environment. The inclusion 
of this section allows the reader to appreciate the potential interactions between the 
program (Vanessa’s kindergarten classroom), and the cultural, social and community 
contexts in which Seaside Child Care is located.  
5.5.2 Vanessa’s meaning making of experiences with cultural diversity 
This section explores the ways Vanessa makes meaning of personal experiences, 
including experiences with cultural diversity through the theory of self-authorship. The 
analysis will focus around the three dimensions of this theory. These dimensions include 
Vanessa’s personal epistemology or meaning making of knowledge claims, interpersonal 
meaning making, and intrapersonal meaning making. Vanessa’s intercultural competence 
and enactment of intercultural pedagogies is discussed throughout the three dimensions. 
Personal epistemology 
The following section explores Vanessa’s personal epistemology and how she 
makes meaning of knowledge claims. Data analysis from the individual interviews 
suggests a predominately subjectivist personal epistemology, where knowledge claims 
and opinions are accepted without supporting evidence or evaluation (Brownlee et al., 
2010). Vanessa makes meaning of knowledge through reflection on multiple and 
contrasting perspectives from a variety of sources, which partly points to an evaluativist 
set of beliefs. However, these diverse perspectives and sources remain largely 
unevaluated suggesting a more subjectivist personal epistemology.  Vanessa did on 
occasion justify her knowledge based on both personal opinions and considering 
parents’ perspectives, which point towards development beyond subjectivism. However, 
it remained unclear how these opinions and perspectives were evaluated. This indicates 
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her mix of personal epistemological beliefs and movement back and forward between 
subjectivist and evaluativist ways of thinking.  
Vanessa’s response to the spoon feeding scenario below reflects these mixed 
beliefs about the source of knowledge.  
I would have conversations with the mother and ask her why, so that way if the 
children in the classroom are asking why, then you’ve got something to say and 
go this is why she is doing this. But I think the best option is to go with the 
mum and find out the reason why and if she won’t say, then Google it, look 
into it, research it some more. (Vanessa, Interview 1) 
 The quote above suggests an element of evaluativism as Vanessa discusses 
sourcing knowledge through interactions with others and online research. In this sense 
knowledge appears to be actively constructed, however it is unclear how this knowledge 
is evaluated. The quote also reveals Vanessa’s interpersonal skills, as she communicates 
with the mother demonstrating openness towards intercultural learning and a desire to 
increase her understanding of others’ cultures (Deardorff, 2006; King & Baxter 
Magolda, 2005).  In the following interview Vanessa was asked how she would use the 
information from the mother and Google to inform her decision making. 
Well the internet would be to get some background knowledge for myself, then 
using that with what the mother wants, to get an understanding of why she is 
wanting to do that. Then I would mix that with the day care policy. Yeah go 
from there. (Vanessa, Interview 2) 
Above Vanessa shares her beliefs about the importance of increasing her cultural 
knowledge (Deardorff, 2006). She then discusses how this new knowledge would 
increase her understanding of the reasons that sit behind the mother’s cultural practice. 
Vanessa would then ‘mix’ these new understandings with the centre policy, suggesting 
her reflection on a range of worldviews as she combines the family’s cultural practice 
and the existing centre practices. From the quote it remains unclear how Vanessa would 
evaluate this new information or how her own practice would change. In order to 
further understand Vanessa’s personal epistemology, she was asked the following 
question: 
Researcher: So when you say mix, what do you mean by that? 
It’s trying to broaden my understanding. So getting it from the different sources 
so from the mum, the internet and from the policies so we can get an 
understanding of how what she wants, can fit into the centre, so to still go a bit 
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with what the centre needs. The googling would be more so for my own 
understanding of what she is doing, and why, so that I could relate to her. 
(Vanessa, Interview 2) 
Vanessa again focuses on the importance of deepening her own understanding 
and increasing her cultural knowledge (Deardorff, 2006). Through her use of several 
sources Vanessa demonstrates understanding of multiple perspectives, which could be 
suggestive of an evaluativist; however, her lack of description of how she might evaluate 
these perspectives makes it difficult to describe her as having evaluativist beliefs. 
Vanessa discusses how these multiple sources would allow the mother’s needs to fit 
with the centre needs. It appears that Vanessa believes it is important to understand the 
mother’s reasoning, as this allows her to relate to diverse others and show cross-cultural 
empathy (Deardorff, 2006).  
Vanessa was then asked how she would respond if an expert gave her their 
opinion on the spoon feeding scenario. 
I would take it on board, but it just comes down to the mother and I would 
hope to make her feel comfortable at first and then say well these are ways that 
we can hope to move forward. (Vanessa, Interview 2) 
In the quote above Vanessa articulates her subjectivist personal epistemology 
where all opinions are accepted without the evaluation of theory and research required 
of an evaluativist personal epistemology. However, there is an indication that Vanessa 
would consider the expert’s opinion based on the mother’s perspective, as she would 
take the expert’s opinion on board but states that it would come ‘down to the mother’. 
The quote also indicates Vanessa’s interpersonal strengths as she emphasises the 
importance of understanding the mother’s perspective to allow her to work towards a 
mutual outcome. 
The quote below further illustrates Vanessa’s subjectivist personal epistemology, 
as she responds to the question about the possibility of a right or wrong answer or 
approach for the cultural spoon feeding scenario. 
 No. I think it comes down to, well I might think it is wrong and the mother 
might think it is right. So it just comes down to beliefs and the way that you 
believe you should raise your children. I don’t know the reason why she wants 
to be spoon fed, but if that’s what she wants and it’s important to her. 
(Vanessa, Interview 2) 
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Vanessa’s comment above indicates her subjectivist belief that there are no right 
or wrong answers for the spoon feeding scenario. Although Vanessa’s own beliefs are at 
odds with the mother’s, she appears non-judgemental and understanding of different 
cultural beliefs and worldviews (Deardorff, 2006). This illustrates the interconnection 
between Vanessa’s personal epistemology and intrapersonal capacity, as she reflects on 
her own beliefs to consider an alternate cultural worldview (Deardorff 2006, King & 
Baxter Magolda, 2005). Again it appears that understanding the reason for the practice 
and increasing her cultural knowledge (Deardorff, 2006) is a central aspect of Vanessa’s 
practice, as she discusses not knowing “the reason why”. As the interview continued 
Vanessa went on to discuss how she would seek out the opinion of the centre director, 
Elizabeth, to gain further clarity on the centre philosophy and policies with regards to 
spoon feeding. She was then asked how she would respond if Elizabeth had an opinion 
that conflicted with her own (i.e., Elizabeth would not spoon feed the child). 
I would ask Elizabeth to speak to the mother and explain her reasons why and 
if that’s the way that the centre runs then maybe we could come to some sort 
of compromise that I don’t know. Maybe give her a few weeks [of spoon 
feeding] then try to encourage her to feed herself. I mean I do believe that a 4 
or 5 year old child should be feeding themselves, but then again if that’s not 
what the mum wants. (Vanessa, Interview 2) 
Above Vanessa appears to respect the opinion of her director Elizabeth, as she 
does not seem to have an issue with her conflicting perspective. The ability to evaluate 
the opinions of people in positions of authority is significant to the development of self-
authorship (Baxter Magolda, 2004).  In this quote, there is no indication of how Vanessa 
would process or evaluate Elizabeth’s opinion. It is possible that Vanessa may accept 
Elizabeth’s opinion, suggesting an objectivist view about the source of knowledge, 
however this acceptance could also imply her subjectivist personal epistemology, as it is 
not clear if Vanessa’s own opinion would change. From the quote it appears Vanessa 
would remove herself from the situation and any potential confrontation to allow 
Elizabeth to share her perspective with the mother and work towards a compromise. 
This could suggest that Vanessa lacks commitment to her own beliefs which would 
relate to her interpersonal and intrapersonal capacities. Vanessa’s confidence in her own 
beliefs is explored further in the following interpersonal and intrapersonal sections.  
  This section has illustrated Vanessa’s predominately subjectivist personal 
epistemology with potentially some evaluativist traits, and elements of her intercultural 
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competence. Throughout the interviews Vanessa expressed her curiosity for cultural 
knowledge and subjectivist respect for diverse opinions. This allowed Vanessa to respect 
diverse cultural worldviews and show openness to intercultural learning (Deardorff, 
2006). Although these abilities could be seen as having some aspects of evaluativistic 
beliefs, there was limited evidence overall of Vanessa’s ability to evaluate or analyse 
information. This is not to say that Vanessa does not engage in evaluation of 
information; however, this was not clear from the data that were collected and analysed. 
Vanessa did on occasion justify her beliefs based on personal opinions and evaluating 
parents’ perspectives, however her subjectivist belief that everyone has the right to their 
own opinion seemed to outweigh her own beliefs indicating external meaning making 
structures and that she may have not yet formed the internal commitment to her own 
beliefs that is required for self-authorship (Baxter Magolda, 2004b). The following 
section explores Vanessa’s interpersonal meaning making through analysis of the 
interview and observational data. 
Interpersonal  
This section explores the ways Vanessa makes meaning of interpersonal 
experiences with diverse children, families, and colleagues. Analysis of interview and 
observational data revealed that Vanessa is accepting of diverse beliefs and able to 
refrain from judgement in interactions (Deardorff, 2005; King & Baxter Magolda, 2005). 
The selected quotes in this section demonstrate the respectful nature of Vanessa’s 
interpersonal beliefs and interactions. 
In the quotes below Vanessa discusses the strategies she would use when 
interacting with the mother in the spoon feeding scenario. 
Probably in the first few days I would follow the mum’s request if that’s what 
[Alia] is familiar… then after that I would see how Alia feels about being spoon 
fed when all her other friends in the room are eating on their own and I would 
be talking to the mum and explain the centre’s philosophy and your own 
reasons. 
Researcher: Okay so you said you would see how Alia felt about being spoon 
fed when everyone else is feeding themselves, what do you mean by see? 
Yeah well I would assume that after a while she would want to do what 
everyone else is doing and want to be a little bit more independent. But then if 
she’s not however then I would continue on with the mum’s wishes and then 
explain with regards to the National Quality Framework that they are 
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encouraged to be independent, but if that’s not what mum wants then that 
[spoon feeding] is what you continue with. (Vanessa, Interview 1) 
In the first quote Vanessa appears happy to compromise on her own beliefs that 
children should be independent and follow the mother’s wishes to spoon feed Alia. 
Vanessa then goes on to consider Alia’s perspective in the scenario, suggesting her 
beliefs about the importance of listening to children’s voices. The quote also highlights 
Vanessa’s beliefs about need for communication with the mother to ensure she is aware 
of the centre’s philosophy. In the second quote Vanessa initially assumes that Alia 
would want to be independent, however she then modifies her response and states that 
the child and/or parent’s needs are more important than promoting independence as 
per the National Quality Framework. Vanessa refrains from judgement and shows some 
understanding for diverse cultural practices enabling her to engage in communication 
with diverse others (Deardorff, 2006; King & Baxter Magolda, 2005). In the quote 
below Vanessa continues to discuss the importance of following the mother’s beliefs. 
Well it’s up to the mother, the way she wants to raise her child and that if that 
is what she wants done here then I think that’s what we should do. I think we 
can explain the pros and cons towards each reason, but if that’s still what she 
wants to do, then that what she wants to do, but then I think you’ve also got to 
explain that when she goes to school, that’s not going to happen. So maybe 
further down the track you could start to encourage a bit more independence. 
(Vanessa, Interview 1) 
The quote above demonstrates Vanessa’s willingness to compromise on her own 
beliefs and the centre policy. Although Vanessa did not evaluate the National Quality 
Framework’s position on children’s independence in the previous quote, her willingness 
to change her practice to follow Alia’s mother’s beliefs suggests that she believes a 
parent’s beliefs and cultural knowledge are more important than adhering to guidelines 
from an external authority. The ability to shift from accepting an authority’s knowledge 
claim to developing a personal approach for evaluating knowledge indicates 
epistemological development towards self-authorship (Baxter Magolda, King, et al., 
2012b). However, at the end of the quote there is an indication that Vanessa ultimately 
believes the child should be eating independently, which is at odds with her previous 
discussion. This belief may suggest a more objectivist personal epistemology, as Vanessa 
believes that encouraging independence is the right or correct response to this scenario 
(Brownlee et al., 2010). 
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Below Vanessa discusses her interpersonal experiences teaching children from 
diverse cultural backgrounds and shares her concerns about teaching religion. 
But I think it is always a very touchy subject to discuss with the children, 
because religion is such a personal topic. Parents can have strong views about 
what they want their children to be taught or not. So I always put my feelers 
out and then talk about it, to see what the kids come up with and what the 
parents say.  
Researcher: So when you say ‘put your feelers out’ what does that look like? 
Talking to the parents, having conversations with them about what the children 
have said during the day, if they were interested in it, if they would be happy if 
we explored it further and like that. (Vanessa, Interview 1) 
Vanessa demonstrates an awareness of parents’ concerns and appears to build her 
teaching around children and parents’ needs and interests. Her interpersonal strategy to 
put her “feelers out” allows for communication with children and their parents. This 
strategy enables Vanessa to build on children’s interests and ensure parents are happy 
with the direction of their children’s learning. Vanessa’s interpersonal skills suggest a 
certain degree of understanding and respect for others’ worldviews (Deardorff, 2006). 
Vanessa’s strategy to put her “feelers out” may also relate to her subjectivist personal 
epistemology as she appears to accept and incorporate parents’ opinions into her 
teaching without any evaluation. 
  When discussing her personal experiences with culturally diverse children and 
their families Vanessa reflected on the five years she spent teaching overseas. Vanessa 
taught in several primary schools in East London with a high proportion of Muslim 
students. Below Vanessa reflects on her initial experience. 
Well probably when I went into the school I was a bit judgemental at first. 
Because they look a different way, they do different things and it was difficult 
and I didn’t really understand it. But then working with people from different 
cultures and getting to know them and their experiences gave me a bit more 
understanding. (Vanessa, Interview 1) 
Above Vanessa recognises her initial bias as she discusses her negative judgements 
of people based on their different ways of being. Interestingly she acknowledges that her 
difficulty withholding judgement was due to a lack of understanding. This 
acknowledgment supports Vanessa’s previous discussion in the personal epistemology 
section, regarding the importance of researching cultural practices to increase her 
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understanding. Vanessa then goes on to discuss how working collaboratively and 
building relationships with diverse others further enabled her to increase her 
understanding, which in turn appears to increase her intercultural competence 
(Deardorff, 2006; King & Baxter Magolda, 2005). 
Below Vanessa discusses the resources and support systems she relied on during 
her initial time working in a culturally diverse area in London. 
Well definitely colleagues and some of the teaching aides, assistants, they were 
Muslim also, so they were able to give me some insights into a particular child, 
and the way he was acting and why he was acting that way. (Vanessa, Interview 
1) 
In the above quote Vanessa demonstrates an openness to learn from and about 
people from diverse cultures. Vanessa’s past colleagues appear to have been central to 
the development of her understanding of cultural knowledge. Vanessa also 
demonstrates an emerging awareness of the role of culture on social contexts, as she 
discussed the cultural insights she gained about children’s behaviours (Deardorff, 2006). 
This section has illustrated the nature of Vanessa’s interpersonal interactions with 
diverse children, families and colleagues. Through analysis of the interviews it can be 
seen that Vanessa is willing to interact with diverse others and refrain from judgement 
(King & Baxter Magolda, 2005). Vanessa shows understanding for multiple perspectives 
however it is unclear how these opinions are coordinated or evaluated. Communication 
and collaboration with diverse children, colleagues and families allows Vanessa to 
increase her cultural knowledge which then in turn appears to decrease her bias towards 
cultural differences (Deardorff, 2006). From the interview data it appears that Vanessa’s 
own beliefs are on occasion overshadowed by the need to please others, suggesting that 
she has not established interdependent relationships at Seaside Child Care. Vanessa’s 
own beliefs are further explored in the following section.  
Intrapersonal  
Self-authorship at the intrapersonal dimension involves the ability to reflect on 
one’s self to generate an understanding of one’s beliefs and identity which then acts as a 
lens to regulate choices and interpret experiences (Baxter Magolda & King, 2004). This 
section explores Vanessa’s understanding of self through discussion of her intercultural 
beliefs and attitudes and her cultural identity (King & Baxter Magolda, 2005). Vanessa’s 
cultural identity refers to her sense of belonging to family and cultural groups. This 
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section also explores the influence of Vanessa’s intrapersonal beliefs and attitudes, and 
her cultural identity on her intercultural pedagogies. 
Over the data collection period Vanessa said several times that she found the 
interviews difficult, as she did not know how to say what she was thinking, or had not 
thought about particular questions before. In the initial interview Vanessa appeared a 
little unsure when asked how she would describe her own cultural background, “Well 
[pause] I’m from Australia [pause] umm I don’t know, I’m not sure how to answer that 
one.” (Vanessa, Interview 1). As she seemed a little uncomfortable this line of 
questioning was not continued and picked up again in the following interview, again 
Vanessa was unsure about how to respond to the question.  
Well I guess I’m from a typical nuclear family; I’m not religious or spiritual. I 
don’t know, can we just leave that one, so I can think about it, and then maybe 
come back to it? (Vanessa, Interview 2) 
In the both of the above quotes Vanessa appears unable to clearly express her 
own cultural identity, suggesting that she may have a lack of awareness about her own 
cultural identity. There is some indication that Vanessa thinks of her family in a 
traditional “nuclear” sense however she does not expand on this. Awareness of one’s 
own cultural background and reflection on one’s cultural identity are foundational 
components of intercultural competence that allow for a deeper understanding and 
appreciation of others’ cultural identity (M. J. Bennett, 2004; Villegas & Lucas, 2002b). 
In order to explore Vanessa’s understanding and appreciation of the children’s 
cultural identities she was asked to describe their cultural backgrounds. 
Well majority of them are Australian, we have got some from the Philippines, 
well just one little boy Thomas, then we have one of the fathers from Germany 
but that’s as far as, where children come from, that’s it. (Vanessa, Interview 1) 
Above Vanessa shares her understanding of the children’s cultural backgrounds, 
with a focus on ethnicity and the predominance of children’s “Australian” backgrounds. 
Given the cultural demographics of the town in which Seaside Child Care is located 
Vanessa’s response is not surprising. However, in this quote Vanessa does not mention 
other aspects of culture such as language, religion, or beliefs. This limited understanding 
of the children’s cultural backgrounds supports the previous assertion that Vanessa’s 
difficulty discussing her own cultural identity may hinder her ability to deeply 
understand and appreciate the importance of others’ cultural identities. 
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The observation below had the potential to allow for understanding of how 
Vanessa engages with multicultural resources and how this may be shaped by her 
intercultural beliefs. 
As I arrived at Seaside Child Care Elizabeth [the owner/director] was quick to 
show me selection of new books she had purchased for the kindergarten room. 
All four books were related to cultural diversity and contained full page 
photographs of children and people from around the world performing 
everyday tasks (i.e. going to school, cooking dinner etc.). Elizabeth suggested 
that the books might increase the children’s interest in cultural diversity. As 
Vanessa had not yet arrived Elizabeth placed the books on the teacher 
bookshelf. Later in the day during group time Vanessa noticed the new books, 
as no one seemed to know where they came from, I told her that Elizabeth had 
placed them there. Vanessa looked through the books, and then asked the 
children if they would like to read them. The children agreed and Vanessa then 
selected a child from the group to choose a book. Before the child could 
choose Vanessa added two fictional stories to the selection and the child 
selected one of the fictional options. (Observational field notes, 11th March 
2014) 
The potential of the above observation was not realised as unfortunately Vanessa 
did not read the books on this particular day or on any subsequent days of data 
collection. The observation is of interest even though it is not possible to discern why 
Vanessa chose not to read the books. It is possible that she may have feared any 
potential judgement of her practice, which may indicate a lack of confidence in her own 
intercultural beliefs and skills.  
Below Vanessa discusses the influence that teaching in culturally diverse primary 
schools in London had on her beliefs and identity.  
…I worked in London for five years in a few different schools in East London, 
where it is very diverse and I was the minority. So the majority of the children 
were Muslim, so it was interesting to be put in the other situation where usually 
you are part of the majority here in Australia. So that was confronting having to 
learn about that religion and the way that they do things, and then trying to be 
neutral on the ground, because I think one way and they think another, but 
that’s fine. (Vanessa, Interview 1) 
The experience described above appears to have significantly influenced Vanessa, 
as she described feelings of being in the minority and being confronted with the Muslim 
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religion and new ways of thinking. These experiences may have influenced Vanessa’s 
own identity and allowed her to empathise with cultural minorities. Vanessa appears 
non-judgmental or neutral in this experience as she places her own beliefs on hold and 
displays openness to intercultural learning with diverse others (Deardorff, 2006). In 
order to understand her meaning making Vanessa was then asked how this experience 
influenced her. 
Yeah I think I’m a bit more tolerant and less judgemental, you know we all are 
a little bit, but it just gave me a bit more understanding and a bit more 
acceptance towards other people. (Vanessa, Interview 1) 
Above Vanessa acknowledges her initial bias and discusses how the experience 
increased her understanding, tolerance, and ability to withhold judgement (Deardorff, 
2006). When prompted to reflect on how she made sense of this experience Vanessa 
seemed unsure or perhaps hesitant to respond. The quote below extends on how she 
believes she became more tolerant and understanding. 
Sorry I’m not sure how to say it [pause]. Well I think it took me a little while to 
understand, I think it is just about dealing with people and on an everyday, 
basically speaking to the children, their parents, my colleagues, you learn to 
accept and get a bit more understanding about their lives and their cultures. So 
then I became a bit more understanding. (Vanessa, Interview 1) 
Vanessa initially hesitates but then describes how she learnt about cultural 
diversity through interactions with diverse children, families, and colleagues. These 
interpersonal interactions appear to have influenced her intrapersonal beliefs as she was 
able to change her beliefs and increase her understanding (King & Baxter Magolda, 
2005).  
This section has illustrated Vanessa’s developing intrapersonal awareness. In the 
interviews Vanessa found it difficult to discuss her cultural background, indicating 
external meaning making and a lack of awareness of her own cultural identity. Vanessa 
discussed how collaboration with diverse others increased her cultural knowledge and 
promoted the development of her positive beliefs surrounding cultural diversity. This 
process also illustrates the interconnected relationship between the three dimensions of 
self-authorship and the development of intercultural competence. In the personal 
epistemology section, it was suggested that Vanessa may lack confidence in her own 
beliefs, this finding is consistent with a developing level of intrapersonal awareness, as 
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self-authorship enables the capacity to openly engage in challenges of one’s beliefs (King 
& Baxter Magolda, 2005). 
5.5.3 Summary  
This case study has highlighted the importance of an internal capacity to define 
one’s beliefs, relationships, and identity in the development of self-authorship and 
potentially intercultural competence. Figure 5.4 provides an overview of Vanessa’s 
development towards self-authorship and intercultural competence. 
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Throughout the interviews, Vanessa expressed a predominately subjectivist 
personal epistemology, where beliefs are accepted without evaluation. Vanessa showed 
understanding for diverse perspectives and openness to intercultural learning, however 
there was limited evidence of how Vanessa processed or evaluated new information. 
Self-Authorship 
(External meaning 
making) 
Personal epistemology 
Interpersonal Intrapersonal 
  
Elements of Intercultural Competence 
Understand others’ worldview 
[Limited] cultural self-awareness  
Adaptability 
Skills to listen & observe 
Openness  
Adapts to intercultural  
communication and learning 
Flexibility 
Skills to analyse, interpret and relate 
Tolerating and engaging ambiguity 
Deep knowledge and  
understanding of culture  
Respect  
Cross-cultural empathy 
Understanding the value of  
culture diversity  
Understanding of the role and 
impact of culture and contexts 
Sociolinguistic competence  
Mindfulness 
Withholding judgment 
Curiosity and discovery 
Learning through interaction  
Ethnorelative view 
Culture specific knowledge  
Cognitive flexibility 
Vanessa’s interactions &  
pedagogy with children  
and families at Seaside Childcare 
 
 
Everyone has a right to an 
opinion; May be a right/wrong 
answer; No evaluation/ 
coordination of multiple 
perspectives; Knowledge sourced 
through interactions to develop 
understanding 
Refrains from judgement and 
interacts with diverse others; Own 
beliefs influenced by the opinions of 
others; Avoids confrontation in 
(dependent) relationships; Increasing 
understanding - decreased negative 
view of difference 
Limited awareness of own cultural 
identity; Reflect on changing 
beliefs (less judgmental, more 
tolerant) – increased 
understanding. 
Figure 5.4. Overview of Vanessa’s intercultural meaning making 
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Vanessa did on occasion justify her beliefs based on personal opinions and 
consideration of parents’ perspectives, however her subjectivist belief that everyone has 
the right to their own opinion seemed to outweigh her own beliefs. There was also 
some evidence that pointed towards more objectivist beliefs about the structure and 
source of knowledge. This could suggest a potential lack of internal commitment to her 
own beliefs, which is required for self-authorship (Baxter Magolda, 2004b). Vanessa’s 
subjectivist beliefs related to several of Deardorff’s elements, highlighted in green in 
Figure 5.4: [developing] understanding of others’ worldview; curiosity and discovery; 
learning through interaction; cross-cultural empathy; and withholding judgment. 
There was a clear relationship between Vanessa’s subjectivist personal 
epistemology and interpersonal skills, as she appeared to show understanding for 
multiple perspectives however it was unclear how these opinions were coordinated or 
evaluated. From the interview data it appears that Vanessa’s own beliefs were 
overshadowed by the need to please others, suggesting that she has not established 
interdependent relationships or self-authorship (King & Baxter Magolda, 2005). 
Although Vanessa appeared to rely on external meaning making structures rather than a 
self-authored identity, several of Deardorff’s (2006) elements were evidenced across this 
dimension. These elements included openness to intercultural learning; withholding 
judgement; learning through interaction; and an increasing understanding of culture 
specific knowledge. 
A key element of intercultural competence that was not evident in the interviews 
with Vanessa was an awareness of her own cultural identity (Deardorff, 2006; King & 
Baxter Magolda, 2005). This is illustrated in Figure 5.4 by the orange coloured element: 
[Limited] cultural self-awareness (Deardorff, 2006). Awareness of one’s own culture is 
critical as it requires an understanding of how one’s own cultural assumptions, values 
and worldviews, shape identity development. This understanding then allows for 
appreciation and awareness of the cultural identities of others. Vanessa’s difficulty 
discussing her own cultural background may indicate external meaning making 
structures (Baxter Magolda, King, et al., 2012a), evident through a lack of reflection 
across the intrapersonal dimension and limited confidence in her own beliefs. This 
finding is consistent with a developing level of intrapersonal awareness, as self-
authorship enables the capacity to openly engage in challenges of one’s beliefs (King & 
Baxter Magolda, 2005). Without this intrapersonal awareness Vanessa does not appear 
to have a self-authored identity. This intrapersonal capacity relates to the ability to stand 
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up for one’s beliefs, which can enable the interpersonal strength to work for the rights 
of others, and the epistemological capacity to shift cultural frames (King & Baxter 
Magolda, 2005). This illustrates the interconnected nature of the dimensions of self-
authorship and the importance of an internally defined identity in the development of 
intercultural competence.  
5.5.4 Context summary 
This section explores the potential interactions between the context at Seaside 
Child Care, and Vanessa’s development towards intercultural competence. Analysis 
through the theoretical framework of self-authorship revealed that Vanessa had not yet 
developed a self-authored identity, as evident through her subjectivist personal 
epistemology, externally defined interpersonal relationships and difficulty articulating 
her cultural identity and belief.  The contextual factors explored at Seaside Child Care 
included the director/owner’s beliefs, cultural/social demographics, and the policy 
statements. These factors may have played a supporting role in Vanessa’s development 
towards intercultural competence. 
The cultural demographic data (ABS, 2013) revealed a rather Anglo-European 
population in the area surrounding Seaside Child Care, as the majority of residents 
(93.2%) spoke only English at home, and the proportion of the residents born in 
Australia (82.9%) was significantly higher than the national average of 69.8%. The most 
common ancestries other than Australian were English, Irish, Scottish, and German.  
Although the ethnic and linguistic diversity of the population surrounding Seaside Child 
Care appeared to be quite Anglo-European, the Anti-Bias and Inclusion Policy appeared 
to embrace a wide range of cultural diversity and demonstrated an appreciation of the 
positives that people from culturally diverse background bring to the centre (Deardorff, 
2006).  
The interview with Elizabeth, centre director and owner revealed her inclusive 
view of cultural diversity as she discussed how she aims to ensure all children feel 
included regardless of their additional needs, non-English speaking families, or socio-
economic backgrounds. However, Elizabeth did not go into great detail about how this 
is ensured. When asked to describe the cultural backgrounds of the children in her class 
Vanessa focused on ethnicity and the predominance of Australian children. Given the 
cultural demographics of the town in which Seaside Child Care is located Vanessa’s 
response is not surprising. However, Vanessa did not mention other aspects of culture 
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that were discussed in the Anti-Bias and Inclusion Policy or the interview with 
Elizabeth. It is interesting to note how the predominately Anglo-European cultural 
demographics of the town and kindergarten may interact with Vanessa’s somewhat 
limited intercultural understandings. The relationship between the contextual influences 
at the community level and the educators’ intercultural understandings will be further 
discussed in Chapter 6. 
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5.6 CASE 5: MARIA  
At the time of the interviews and observations Maria had been working in her 
current position as one of the two kindergarten teachers at Riverwood Kindergarten for 
over eleven years. Maria has over thirteen years’ experience in early childhood 
education. Prior to obtaining her Bachelor of Education (Early Childhood) Maria 
worked in the long day care sector with a Diploma level qualification. On the 
demographic questionnaire Maria listed several professional associations including the 
Australian Early Development Census (AEDC) Research Network, Early Childhood 
Teachers' Association (ECTA), and the Flying Start Group.  
Maria is in her thirties and married with two children. She was born in Australia to 
parents who emigrated from Italy in their youth. Maria is able to speak some Italian and 
identified her religion as Catholic. Maria always appeared confident and comfortable 
during the interviews and openly reflected on her teaching experiences, personal beliefs, 
and relationships with her family, colleagues, children and their families. Interviews were 
conducted in the kindergarten at various times and locations that were convenient for 
Maria. 
The data analysed in this case were collected through five individual interviews 
with Maria; 29 hours of classroom observations over a three-week period; and thematic 
content analysis of policy, philosophy, and programming documents. An overview of 
the participants and data in this case is presented in Table 5.6. 
Table 5.6 
Overview of data collected at Riverwood Kindergarten 
Interviews Observations Documents 
Maria (Teacher) 
 1 scenario 
interview 
 3 stimulated recall 
interviews 
 1 summarising 
interview 
 
29 hours of observations 
including: 
 Indoor/outdoor play  
 Meal times 
 Rest time 
 Group time 
Kindergarten philosophy 
Family booklet 
Policy documents 
 Inclusion 
 Communicating with parents from 
CALD Backgrounds 
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5.6.1 Kindergarten: Riverwood Kindergarten 
Riverwood kindergarten is a small community kindergarten licensed for 44 
children aged between 3.5years to 4.5years. Riverwood Kindergarten has been operating 
for 47 years in a suburban residential and industrial area, within 15km of the Brisbane 
CBD. The 2011 Census revealed that 31.2% of the employed population worked as 
labourers, technicians, and trades workers. In this suburb 61.6% of people were born in 
Australia, and 67.7% of people spoke only English at home. Other languages spoken at 
home included Arabic 2.0%, Vietnamese 2.0%, Spanish 1.5%, Bosnian 1.3% and 
Samoan 1.2%. The suburb is home to a young population with a median age of 34 years 
which is slighter lower than the Australian median (37); children aged from birth to 14 
years made up 20.7% of the population (ABS, 2013). 
The kindergarten is located on a residential street; however, the building is 
surrounded on three sides by a park and bushland. Riverwood Kindergarten comprises 
of two kindergarten rooms and a small office. The two kindergarten teachers, Maria and 
Sue, share the director role and another employee takes care of the accounts. As there 
was no full time director, the director interview was omitted from this case. The 
kindergarten has a large outdoor play space with large established trees and a wide 
variety of play equipment. The children have access to a range of natural resources and 
spend almost half their time outdoors. During the outdoor morning session children 
arrived and played together while parents were often observed chatting to the 
kindergarten teachers. 
This importance of interactions with parents was apparent in the Riverwood 
Kindergarten Family Booklet which is given to families at enrolment. 
We celebrate the diverse social context of each individual and promote 
respectful relationships with children, families, staff and community. We 
acknowledge and appreciate the uniqueness of others and believe this 
contributes to the richness of our environment, and is reflective of our 
commitment to quality care. We offer a variety of opportunities and 
experiences which reflect and commemorate the cultural backgrounds of 
individuals. In doing so we aim to develop caring networks with families and 
bridge any gaps between home and kindy.  We are committed to providing an 
open door policy where parents, families and the community are free to 
participate, share skills and knowledge. We believe communication is important 
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and encourage individuals to voice opinions, ideas and knowledge.  (Centre 
Philosophy, Riverwood Kindergarten Family Booklet, 2014). 
The above philosophy statement acknowledges the importance of individuality 
and building respectful relationships. The statement confers an understanding of the 
value of cultural diversity and openness to intercultural learning (Deardorff, 2006). This 
is achieved through the open door policy and emphasis on communication and the 
sharing of knowledge between parent and educators. Below Maria shares her belief 
about the role parents play as children learn about cultural diversity. 
I think it’s certainly from their parents, I think it’s something that you learn at 
home, have your own culture at home, you start with your own family culture. 
Whether it be based on the country you’re from, your own personal beliefs, or 
your religion, or just how you do things, your own little traditions. (Maria, 
Interview 2). 
Maria’s quote aligns well with the centre philosophy as she focuses on the 
significant cultural knowledge that each individual family possesses. She discusses 
culture as more than one’s ethnicity or religion, suggesting her intercultural 
understanding of the individual nature of culture specific knowledge (Deardorff, 2006). 
Her discussion of culture as “how you do things” indicates her understanding of culture 
as everyday social practice. Maria’s intercultural understandings will be further explored 
through the theoretical lens of self-authorship. 
This section has provided contextual information regarding Riverwood 
Kindergarten. The statistical demographics have demonstrated the social and cultural 
trends in the suburb. Thematic analysis of the philosophy document and observations 
has indicated the importance of developing respectful relationships and a welcoming 
environment at Riverwood Kindergarten. Case studies aim to explore the interactivity 
between programs and their situations or contexts (Stake, 2006). The inclusion of this 
section allows the reader to be aware of the potential interactions between Maria’s 
kindergarten classroom, and the cultural, social, and community contexts of Riverwood 
Kindergarten. 
5.6.2 Maria’s meaning making of experiences with cultural diversity 
This section explores the ways Maria makes meaning of personal experiences, 
including experiences with cultural diversity through the theory of self-authorship. The 
analysis will focus around the three dimensions of this theory. These dimensions include 
Maria’s personal epistemology, interpersonal skills, and intrapersonal understandings in 
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the context of a culturally diverse kindergarten setting. Maria’s intercultural competence 
and enactment of intercultural practices are discussed throughout the three dimensions. 
Personal epistemology 
This section explores Maria’s personal epistemology and how she makes meaning 
of knowledge claims in a culturally diverse kindergarten. Data analysis from the 
individual interviews indicates, overall, an evaluativist personal epistemology; where 
knowledge is viewed as dynamic and socially constructed (Baxter Magolda, 2004), 
however Maria tended to focus on analysing practices and opinions rather than using 
theoretical ideas to construct evidence based knowledge (Brownlee et al., 2010). In the 
quote below Maria responds to the spoon feeding scenario, this quote begins to 
illustrate Maria’s view of knowledge and knowing.  
I suppose at first I would talk to the parent and discuss with her exactly how 
meal times occur at home and why she believes it’s important for her to be 
spoon fed. Then perhaps I would discuss with her why in our setting we are 
encouraging the children to be much more independent and to be able to feed 
themselves… I think for us it is a cultural thing too, that we encourage children 
from a very young age to use utensils, but you still have to be respectful and 
mindful of the parents’ wishes and what they do at home as well. So I suppose 
that would be my starting point by saying my point of view, then getting their 
perspective as to why they believe, or why she wants me to be spoon feeding 
her and if we were able to come to some sort of agreement on that or whether 
she was steadfast on that’s what she wants… (Maria, Interview 1) 
Maria’s discussion above indicates an element of evaluativism as she evaluates her 
own beliefs from a cultural perspective to consider the reasons behind her practice.  She 
also displays respect for diverse worldviews as she discusses how she would 
communicate with the parent to increase her cultural knowledge and understanding of 
this practice and the parent’s perspective (Deardorff, 2006; King & Baxter Magolda, 
2005). This demonstrates her curiosity and openness toward intercultural learning and 
her interpersonal skills. Maria would also share her own perspective with the mother 
and evaluates her Western worldview of building young children’s independence. She 
recognises that while encouraging young children to use utensils may be normal practice 
for her, it is in fact culture specific. This recognition indicates an element of reflective 
thinking about her own cultural practices. Here Maria demonstrates self-assessment of 
her own cultural practice and understanding of the role that culture can play in social 
contexts (Deardorff, 2006). She then articulates her beliefs about the importance of 
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being respectful and mindful of the parent’s cultural practices. These beliefs may enable 
Maria to understand others’ worldview and collaboratively negotiate her practice. The 
ability to shift perspectives into alternate cultural worldview demonstrates intercultural 
maturity across the epistemological dimension (King & Baxter Magolda, 2005). The 
quote below continues to explore Maria’s personal epistemology as she reflects on the 
possibility of a right answer to the cultural scenario. 
No, I think you need to talk with the parent. An incorrect response might be to 
say no we don’t spoon feed and we’re not going to do that, or that sort of 
thing. I think you need to talk to the parent and find out exactly what she 
believes and where she’s coming from, then you can have the discussion of 
what we believe and where we are coming from, then try to negotiate some sort 
of medium. (Maria, Interview 1) 
Maria again emphasises the importance of understanding the parent’s perspective 
and dismisses any notion of a definite or correct response. However, she does state her 
belief that an incorrect response would be to dismiss the parent’s point of view. She 
discusses the importance of knowing the source of the parent’s perspective, and sharing 
the source of her own perspective, so that a mutual outcome can be negotiated. In this 
sense Maria appears to view knowledge as actively co-constructed through the 
negotiation of differing beliefs and opinions, which may suggest evaluativist views about 
the certainty and source of knowledge. Maria emphasises the need to “talk with the 
parent” to learn “what she believes and where she’s coming from” indicating her view 
of knowledge as evolving and actively constructed through interactions with others 
(Hofer, 2004). This quote also demonstrates Maria’s interpersonal ability to engage in 
respectful relationships with diverse others, to negotiate perspectives and increase her 
cultural knowledge, showing the interconnections between the epistemological and 
interpersonal dimensions of self-authorship. Below Maria shares how she would find 
more information about this scenario.  
I guess it depends on the culture of the family… So through the initial 
interview with the parents you would try to find out that information about the 
child, about the family, about their practices, so when they come into our 
service they have an idea of who we are and what we’re providing and we have 
an idea or a feeling for who that family is as well. So I guess we get that 
particular information from the family . . . (Maria, Interview 1) 
In the quote above Maria appears to view families as the main source of cultural 
knowledge. This indicates Maria’s openness to intercultural learning from parents 
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(Deardorff, 2006). The quote continues below as Maria discusses research as a 
secondary source of cultural knowledge. 
…I mean you could do your own research as well but we have found such 
varying degree of families from various cultures, who have various beliefs, 
some are coming in now that have very strict cultural practices, then others 
want their children to adopt Australian practices or our typical practices, they 
are very open to their children learning to speak English or celebrating 
Christmas like we do, or that sort of thing. So you really need to talk to the 
parent to see what they want for their child. Just because they’re from a 
particular area doesn’t mean they hold the same sorts of beliefs that other 
people hold, or that you might think or read about, it really just depends on the 
family. (Maria, Interview 1) 
In the above quote Maria shares her belief that knowledge sourced through 
research needs to be assessed against cultural specific knowledge (Deardorff, 2006) 
provided by the families. This is suggestive of an evaluativist personal epistemology as 
knowledge is justified through integration of different sources, however it remains 
unclear how or if Maria evaluates knowledge (Brownlee, et al., 2010). This quote also 
illustrates the interconnections between Maria’s personal epistemology, interpersonal 
communication skills, and intercultural competence. Maria’s personal epistemology is 
further explored as she discusses the opinions she would seek out about this scenario.  
…You know in other circumstances where I’ve had issues arise due to possible 
cultural beliefs, or maybe a conflict in beliefs and I’ve gone to my ECA [Early 
Childhood Advisor] and asked for a different opinion. Or you know talking 
with the other teachers, but in my experience there has not been a situation that 
I couldn’t resolve with the family. In saying that I might still ask for other 
opinions… Then consulting the guidelines with the NQF standards to see 
exactly what they say, and how that backs up what I’m doing. If need be, we 
have an early childhood officer through the OEC [Office for Early Childhood 
Education and Care], so you could always talk to them about this sort of 
situation. But I’ve never had any worries when communicating with families. 
There’s been nothing where we haven’t been able to reach some sort of 
agreement, as such, as long as you’re open. (Maria, Interview 1) 
The quote above illustrates the various sources that Maria would seek out when 
working through a cultural conflict of beliefs. The sources discussed by Maria can all be 
categorised as professional in nature, demonstrating Maria’s ability to obtain 
information through multiple sources. Maria’s ability to actively construct knowledge 
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through interaction and integration of different sources including the ECA, the OEC 
and other teachers suggests an element of evaluativism, as others’ opinions about 
strategies are used to construct knowledge (Brownlee et al., 2010). This ability also 
relates to Deardorff’s (2006) elements to listen, analyse, interpret, and relate. She also 
appears to justify her own perspective by using the national standards to “back up” her 
practice. Here Maria appears to be using the NQF as institutional reinforcement of her 
own beliefs, rather than engaging in critical analysis required of an evaluativist.  This 
quote also demonstrates Maria’s beliefs about her interpersonal abilities to collaborate 
with diverse others and resolve any cultural conflicts. 
In a subsequent interview Maria discussed her trust in the ECA’s opinion. Below 
Maria discusses how she would resolve a conflict of beliefs with the ECA. 
Yeah I’m a pretty open sort of person and I don’t think she [ECA] is the type 
of person that would say she disagrees with what you’re doing but she might 
challenge you or your ideas, so she might ask you about your ideas or why you 
do them. I think she would suggest other ways to do things rather than tell you 
you’re doing it wrong… I really value that because if someone kept coming in 
and said you’re doing it wrong, you should do this or that, I think you can 
flounder a little bit because you don’t know what to do. But when she just 
makes some suggestions and says ‘have you thought about maybe doing this 
differently?’ Then that encourages you to think more about the situation, rather 
than say I don’t agree and continue doing the same thing and then get your 
back up about it. So she more encourages you to think differently and these are 
some other ways you could think about doing it then it’s up to you if you take it 
on board… So you can be constantly changing for other people and you’re not 
really doing anything for yourself. (Maria, Interview 4)   
The above quote is interesting as it explores Maria’s relationship with the ECA 
and her ability to see herself as a constructor of new knowledge and practice. Maria 
appears to have an interdependent relationship with the ECA, where Maria is challenged 
to reconsider or to “think differently” about her practices. The relationship appears to 
be based around mutual respect for each other’s ideas and the ability to work 
collaboratively. Maria reflects on her appreciation of the ECA’s approach and appears 
open to engage in challenges to her views and beliefs, which is indicative of internal 
meaning making or self-authorship across the intrapersonal dimension (King & Baxter 
Magolda, 2005). Maria’s openness to these challenges also illustrates Maria’s flexibility 
(Deardorff, 2006) and active meaning making process as she considers new perspectives 
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and constructs her own knowledge. To further explore her meaning making, Maria was 
then probed with the following question: So you said she might challenge what you’re 
doing, how do you respond to that? 
I guess it just depends, so she might say ‘why is everyone sitting down and 
having morning tea at the same time, why don’t you try a rotating morning tea?’ 
I suppose if you can say to her well this is the reason that we do it and this is 
why I don’t like a rotating morning tea, it’s for these reasons and I think these 
are the benefits of all sitting down and eating together. So as long as you can 
articulate your stance and where you are coming from and you can meet those 
standards then you’re fine; because everyone is going to have different practice 
that is comfortable for them. (Maria, Interview 4) 
The above quote indicates Maria’s ability to justify her beliefs to a person in a 
position of authority. Maria appears to see her knowledge and teaching practice as 
actively constructed rather than residing in an external authority (Brownlee et al., 2010). 
She demonstrates the ability to articulate her stance and justify her beliefs against certain 
criteria, however there is no indication that Maria uses theoretical evidence as the 
criteria for justification. Maria’s ability to see knowledge as personally constructed, 
rather than residing in an external authority, suggests self-authorship in the 
epistemological dimension (Baxter Magolda & King, 2007). 
This section has illustrated the interconnections between Maria’s evaluativist 
understanding about knowledge and knowing, and her intercultural competence. 
Throughout the interviews Maria demonstrated a deep respect for others’ worldviews 
and perspectives (Deardorff, 2006; King & Baxter Magolda, 2005). Maria’s evaluativist 
understandings were evident by her view of knowledge as actively constructed through 
interactions with others and through the integration of different perspectives. These 
perspectives included parents’ cultural knowledge and views, the opinions of colleagues 
and other early childhood professionals, and the NQF. Although these perspectives 
were not always evaluated against theoretical ideas, Maria appeared to compare and 
consider differing perspectives. Several of Deardorff’s (2006) elements appeared to 
relate to Maria’s personal epistemology, including flexibility to see past her own 
perspective; the ability to listen, analyse, interpret and relate; and curiosity and openness 
to increase her cultural knowledge and understanding. The following section explores 
Maria’s interpersonal development and relationships with diverse others. 
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Interpersonal  
Self-authorship requires an interpersonal foundation which is characterised by 
interdependent relationships with diverse others, and mutual construction and 
integration of multiple perspectives (Baxter Magolda, 2004). Analysis of Maria’s 
interview data revealed her interpersonal skills including her ability to be mindful and 
respectful of cultural differences. The interpersonal dimension is intrinsically tied to 
both the epistemological and intrapersonal dimensions, as individuals come to genuinely 
take others’ perspectives into account (an epistemological strength) while not being 
consumed by them and still listening to their internal voice (an intrapersonal strength). 
This section explores Maria’s interpersonal abilities and interdependent relationships, 
through discussion of her relationships with peers, her ECA, colleagues, children and 
their families. 
In the quote below Maria shares an important interpersonal experience with 
cultural diversity. The experience occurred during an interaction Maria had with peers 
while she was studying her Diploma. 
So it was a situation where she was talking about something that she did on the 
weekend and she referred to, she was referring to group of, well I don’t know 
who they were, if they were Italian or Greek, but she called them wogs. It was 
the first time I had heard someone talk about, I suppose about Italians in such 
a derogatory sense and quite aggressively negative. I was just really surprised 
that people, I guess I had never had that kind of experience before. I don’t 
know maybe people don’t openly see me as being Italian or Greek or whatever. 
Yeah my dad had told me about a lot of experiences from when he first came 
over, but I think you’re not, not that I was the subject but I still felt that is was 
very negative and very derogatory and she went on and on about it and I was 
just really surprised that people, I thought that people in this day and age didn’t 
still have that opinion of people. I just vividly remember that feeling of, I don’t 
know, being quite upset by it. (Maria, Interview 3) 
In the above quote Maria details the emotions she experienced when a peer used 
derogatory and aggressive language to describe people from Italian or Greek descent. 
She reflects on her own cultural background and her understanding of the racial issues 
her Italian father faced when he immigrated to Australia. Maria appears shocked that 
people can hold such negative beliefs about cultural diversity and shares the emotional 
impact this experience had on her. Below she discusses the ongoing influence of this 
interpersonal experience. 
 192 Chapter 5: Case by Case Analysis 
Well no, I suppose, it doesn’t really bother me…I suppose it does make you a 
bit more careful with certain people in terms of their attitudes, but then it 
makes you a bit more, well I think it’s made me a little more sensitive to be 
mindful of the things that I say. (Maria, Interview 3) 
Above Maria appears to have worked through her emotional response to this 
experience. Maria reflects on how the experience has increased her awareness of the 
negative racial attitudes that exist in society, and allowed her to be mindful and sensitive 
in her interpersonal interactions. This mindfulness is indicative of both intercultural 
competence (Deardorff, 2006) and the ability to engage in respectful relationships with 
diverse others, grounded in an appreciation for human differences (King & Baxter 
Magolda, 2005). Below Maria continues to reflect on how she made meaning of this 
interpersonal experience. 
Well I guess you just learn that there are people out there who are narrow 
minded and have those sorts of perceptions of people and I guess you just learn 
to know that there are people like that out there and that. You can’t let people 
like that get to you, it doesn’t shape or inform who you are as a person, it 
doesn’t change you, you just have to let that kind of stuff wash over you. Even 
I think that’s the only thing now that I don’t, well I try to be aware that I don’t 
make any comments, well that I don’t do the same thing to other people. You 
might not specifically call someone something so awful but even just comments 
can still be hurtful, the things that you say, I think you need to be really 
sensitive to other people. (Maria, Interview 3) 
Maria continues to discuss the learning that this experience triggered for her, 
indicating her ability to reflect, analyse and interpret interpersonal interactions 
(Deardorff, 2006). Maria states that she did not allow this negative experience to shape 
or change her, indicating that she is not consumed by the opinion of others, suggesting 
her intrapersonal strengths and commitment to her own identity (Baxter Magolda). This 
relationship between Maria’s identity and interactions with others highlights the 
interconnection between the intrapersonal and interpersonal dimensions of self-
authorship. The experience appears to have a positive influence as it has increased 
Maria’s ability to be sensitive and mindful towards others. Below Maria discusses the 
people who have influenced her teaching practice. 
There have been different people who have influenced me differently… 
Everyone has an influence on you, so I’ve taken different bits. My current ECA 
that I have she’s a really nice person, she’s been here for two years so it’s been 
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good to develop that relationship with her because they [ECAs] sometimes 
change quite regularly. She has come from working as a director, so she has a 
lot of real experience and I do really value her ideas and her opinions about 
what do to, so she gives you new ideas but also supports you in what you’re 
doing. (Maria, Interview 4) 
Above Maria reflects on the many people who have influenced her teaching, she 
then focuses on the professional relationship she has developed with the ECA. Maria 
appears to value the opinion of the ECA and justifies this through the ECA’s “real 
experience”. This justification suggests that Maria’s may place a higher value on the 
ECA’s practical experience rather than theoretical knowledge. Maria’s relationship with 
the ECA was also discussed in the personal epistemology section and was categorised as 
an interdependent relationship. The following quote further illustrates the nature of this 
relationship, as Maria responds to the question of how she would use the ECA’s 
opinions. 
Well it would depend on the situation; if I would then try to implement those 
ideas. It would depend on what she had said to me, so whether I would do 
exactly what she had said or whether I would think what aspects I like of what 
she’s said then adapt what I’d do here . . . (Maria, Interview 5) 
From the quote above it can be seen that Maria is not dependent on the ECA’s 
perspective as she adapts the ECA’s opinions to fit her situation or context. This 
illustrates Maria’s interdependent relationship and development towards an evaluativist 
personal epistemology as she constructs her own context specific understandings rather 
than accepting authority’s knowledge claims (King & Baxter Magolda, 2005). Maria’s 
meaning making was further probed with the following question. 
Researcher: So you said you might choose aspects of her opinions, how would 
you choose these aspects? 
Well I guess it just depends on what I feel comfortable with, so at the end of 
the day there might be things that she says that I think are relevant to say a 
family or maybe it might need to be tweaked a little bit to be relevant to that 
family. I would try to make things specific to the needs of my kindy; because 
she’s drawing on her previous kindy or setting and her workings with other 
ECAs, but that may not apply here to the demographics here at this centre. So 
there are things that I could possibly change or tweak a little bit. (Maria, 
Interview 5) 
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The quote above further illustrates Maria’s ability to begin to assess an authority’s 
knowledge claim and engage in an interdependent relationship that appreciates diverse 
perspectives (King & Baxter Magolda, 2005). To some degree Maria appears to evaluate 
the ECA’s opinion based on the demographic context and relevance it would have for 
the children and families at Riverwood Kindergarten, using her own body of experience 
and contextual knowledge. Maria demonstrates an ability to construct her own 
understanding and teaching practice, and is not consumed by the opinions of others, 
highlighting the interconnection between the interpersonal and epistemological 
dimensions.  
Maria’s interpersonal skills are further explored in the quote below as she 
discusses the professional relationships she has built with colleagues at Riverwood 
Kindergarten. 
I think you try to be respectful and you respect that people can do their job and 
you respect how they do their job, even if it’s very individual and different to 
how you would do it. But then you also, the four of us have worked together 
for a long time, so you have that professional relationship, but then you also 
develop a bit of a personal relationship with people where you know a little of 
what’s happening in everyone’s personal lives. I think you need to value and 
acknowledge that people come in as being people and it’s not always possible to 
leave things at home, so sometimes I think you need to have that time to talk 
and then you can move on and get on with your day. I think you really need to 
value and respect what other people bring to the centre or the area. Well when 
I came here I had only been out [of university] for three years, and Janis 
[teacher aid] had already been working here for some years, everyone was older 
and had more experience, so you have to value that in people. It takes a lot of 
time to develop those sorts of relationships and not take people for granted. I 
don’t know I think we have a really strong working relationship here. (Maria, 
Interview 4). 
In the above quote Maria deeply reflects on the respectful relationships she has 
built with colleagues on both professional and personal levels. This quote illustrates 
Maria’s ability to engage in interdependent relationships with people who hold differing 
beliefs, indicating her appreciation for human difference and self-authorship (King & 
Baxter Magolda, 2005). Maria emphasises her respect for colleagues as individuals with 
diverse backgrounds and experiences, rather than focusing solely on their identities as 
educators. The quote also suggests Maria’s ability to listen, observe and learn from 
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others (Deardorff, 2006), which adds to the concept of her internal meaning making 
structures evident by her interdependent interpersonal relationships and evaluativist 
understandings. 
The nature of Maria’s interpersonal relationships was further explored as she 
discussed her relationships with children and families in the quotes below. 
With the kids I think it’s just, you try to have a nurturing relationship you know 
you’re the primary caregiver for them when they’re here and for some of the 
time it is the best environment they have over their day. So they know it’s an 
environment where they are valued… (Maria, Interview 4). 
Above Maria details her nurturing relationship with the children in her 
kindergarten class and her belief that she needs to create a supportive environment 
where they feel valued. The importance of ensuring people feel valued was also apparent 
in Maria’s discussion of the spoon feeding scenario below.   
Because when you do have those conversations with parents, initially you can 
come across, well their own cultural beliefs are very important and she may be 
feeling that she is going to lose that coming into our service and maybe she 
might be feeling very unsure. So yeah that’s where I would start is to have the 
conversation, it’s not that we’re against spoon feeding the children, but I 
suppose it’s about talking through why, so why our practices are as they are, 
then also ensuring she’s acknowledged and respected for the beliefs that she’s 
bringing in. (Maria, Interview 1) 
In the quote above Maria discusses the important of respecting and valuing 
others’ cultural beliefs. Maria demonstrates her ability to build respectful relationships 
and begins to demonstrate cross-cultural empathy (Deardorff, 2006), as she is able to 
put herself in the mother’s position to appreciate that she might feel like her cultural 
beliefs are going to be lost. Maria’s comment about discussing ‘why our practices are as 
they are’ demonstrates reflection on her own culture and deep understanding of the role 
of culture plays in daily interactions (Deardorff, 2006). Rather than normalising her own 
cultural practices Maria shows understanding of how culture is constructed and how 
culture can shape beliefs and practices. This quote also highlights Maria’s development 
towards an evaluativistic personal epistemology as she is able to shift between 
perspectives to respect multiple cultural worldviews (King & Baxter Magolda, 2005). 
This section has illustrated the nature of Maria’s interpersonal abilities and 
relationships with others. In her reflection on a significant experience with cultural 
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diversity, Maria demonstrated awareness of the negative racial attitudes that exist in 
society and discussed the importance of being mindful (Deardorff, 2006) when 
interacting with people from diverse cultural backgrounds.  Maria demonstrated 
intercultural maturity in the interpersonal dimension through her interdependent and 
respectful relationships with diverse others. These relationships were grounded in an 
appreciation for cultural diversity and Maria’s intrapersonal ability to not be consumed 
by the opinions of others (King & Baxter Magolda, 2005). Maria’s intercultural 
competence was also demonstrated through several of Deardorff’s (2006) elements 
including the ability to listen, observe, and learn in intercultural interactions; cross-
cultural empathy; respect for other cultures; and an understanding of the role culture 
plays in social contexts. These combined abilities contributed to Maria’s development of 
intercultural competence and allowed her to be mindful and sensitive in her interactions 
with colleagues, children, and their families. The following section explores the role of 
the intrapersonal dimension in Maria’s development of self-authorship and intercultural 
competence. 
Intrapersonal 
This section explores Maria’s intrapersonal awareness and ability to construct an 
internal sense of self. An internal sense of self relates to the ability to construct one’s 
own beliefs and identity, which then acts to shape one’s interpretation of experiences 
(King & Baxter Magolda, 2005). This analysis focuses on Maria’s cultural identity, or her 
sense of belonging to family and cultural groups. In the quote below Maria discusses her 
cultural background. 
I have an Italian background, well we don’t have very, my parents probably 
aren’t very traditional Italians. My mum was 2 when she came out and my dad 
was 21 when he came out. I think the thing that shapes me from my parents is 
that it was very important to work and very important to get a good education. 
I think they were the two things that both my parents didn’t get…my mum led 
a very transient lifestyle and she said she couldn’t even count on two hands 
how many schools she went to. So I guess consistency for my kids is really 
important. Strong family links are really important for us too. Those sorts of 
thing are really important and I guess at home I try to do it too… (Maria, 
Interview 2) 
In the above quote Maria discusses her cultural identity and shares her 
understanding of the influence her cultural background has on her values including her 
work ethic, beliefs about education, and strong connection to her family. Maria is able 
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to integrate these dispositions into her conception of her own cultural identity, 
indicating her cultural self-awareness or understanding of her own culture (Deardorff, 
2006; King & Baxter Magolda, 2005). Below Maria continues to discuss the importance 
of her culture and relationships with her family. 
…So I can understand Italian, when I was over there I could speak it. I can still 
speak a little of it but we don’t speak a lot of it. My mum and my mother in law 
look after my kids a lot, they have a lot to do with their grandkids. My kids are 
really close to my mum and my dad. I’m very close with my mum and dad, I 
have three brothers and I’m very close to them too. I think culture is very 
important, I think you know knowing where you’re from is very important and 
what makes your family is also very important. (Maria, Interview 2) 
The above quote highlights Maria’s belief about the importance and value of 
culture (Deardorff, 2006) as it allows understanding of where one comes from and what 
makes one’s family. This belief appears central to Maria’s intrapersonal awareness and 
begins to answer the question of who am I. Maria details her close relationships with her 
family and ability to speak some Italian as key aspects of her own cultural identity. 
The quote below Maria’s reflects on how her beliefs about children’s learning 
have changed over time. 
Having my own children has changed my ideas on kids a lot. Well it’s funny 
because before I had kids because well it’s probably been about half/half in this 
job not having kids to having kids. As much as when you don’t have kids you 
still think you have a lot of experience with kids and you know kids, but when 
you have our own kids, your whole perspective on things can change, your 
whole way of seeing things and talking about things and dealing with things is 
different. Well in terms of culture and people’s beliefs you know talking with 
parents about what they want for their kids, that hasn’t changed, that’s still the 
same…So I guess I'm a lot more forthright or thinking out of the square, so 
you see a lot of kids from broken families, or mental health problems and 
emotional needs, like anxiety or a lot of that sort of stuff is coming through. So 
I think you’re always learning and trying to think how you can best help those 
kids, but I think in terms of, well as a teacher you’re always learning, and every 
family is different, every request is different, but in terms of helping and 
supporting families that’s always the same. (Maria, Interview 3) 
Above Maria openly reflects on changes in beliefs after she had her own children. 
Maria states that her perspectives have changed, although it is unclear from the quote 
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what perspectives or beliefs about children’s learning in particular have changed. Maria 
states that her beliefs surrounding cultural diversity and communicating with parents 
have remained the same. She then begins to discuss her current approach as forthright 
and “thinking out of the square” suggesting that this may be what has changed over 
time.  
To summarise the final interview Maria was asked if there was anything else she 
would like to share regarding her intercultural understanding.  
No not really I think it’s just constantly changing and you’re constantly having 
situations that you’re trying to manage and deal with better… There’s always 
something that you’re learning about, reflecting on or changing. (Maria, 
Interview 5) 
In the above quote Maria articulates her commitment to reflection and ongoing 
learning. Maria appears to believe that her intercultural practice is constantly changing 
through reflection and learning. This discussion of continuous reflection that leads to 
change may indicate critical reflection, as Maria’s reflection moves onto action. This 
belief is well aligned with her evaluativist personal epistemology, where knowledge is 
viewed as evolving and personally constructed through interactions with others and the 
environment. 
This section has illustrated Maria’s intrapersonal awareness through discussion of 
her cultural identity and beliefs. Maria demonstrated knowledge of her own culture and 
awareness of her own cultural identity (Deardorff, 2004a; King & Baxter Magolda, 
2005). She reflected on the importance of family and the influence of her cultural 
identity on her values and dispositions. Maria openly reflected on how her beliefs 
changed after she had her own children. Maria’s commitment to reflective practice and 
ongoing learning then illustrated the interconnected relationship between the three 
dimensions of self-authorship. 
5.6.3 Summary 
The theoretical lens of self-authorship has illustrated Maria’s development 
towards intercultural competence through: her ability to respect multiple worldviews 
and cultural knowledge (an epistemological strength), her interdependent relationships 
with diverse others grounded in mutual negotiation (an interpersonal strength), and her 
awareness and capacity to reflect on the influence of her own cultural identity (an 
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intrapersonal strength). Figure 5.5 illustrates the specific indicators of Maria’s self-
authorship and the related elements of intercultural competence. 
 
 
Figure 5.5 overviews  Maria’s evaluativist personal epistemology which was 
evidenced through her ability to respect others’ worldviews and perspectives (Deardorff, 
2004a; King & Baxter Magolda, 2005) and view knowledge as actively constructed 
Figure 5.5. Overview of Maria’s intercultural meaning making 
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differences; Not consumed by 
the others’ opinions. 
Respect/ understanding for diverse 
worldviews; Knowledge viewed as 
evolving & personally constructed 
through integration of different 
perspectives; Articulates reasons 
for beliefs. 
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through interactions with others and through the integration of different perspectives 
and opinions (Brownlee et al., 2010). Several of Deardorff’s (2004a) elements appeared 
to relate to Maria’s personal epistemology including understanding of others’ worldview 
and the role and impact of culture; the ability to listen, analyse, interpret and relate; 
flexibility; and curiosity to increase her cultural knowledge and understanding; 
adaptability; and openness toward intercultural learning. 
This openness to intercultural learning also related to Maria’s interpersonal 
abilities and relationships with others. Maria often discussed the importance of 
increasing her understanding of others’ cultural perspectives and being mindful 
(Deardorff, 2006) when interacting with people from diverse cultural backgrounds.  
Maria’s relationships appeared to be grounded in an appreciation for human diversity 
and she demonstrated the ability to not be consumed by the opinions of others (King & 
Baxter Magolda, 2005). Maria’s intercultural competence was demonstrated through 
several of Deardorff’s (2004a) elements including the ability to listen, observe, and learn 
in intercultural interactions; cross-cultural empathy; respect for other cultures; and an 
understanding of the role culture plays in social contexts.  
Maria’s understanding of culture was also evidenced through her intrapersonal 
awareness of her cultural identity. Maria demonstrated knowledge of her own culture 
and awareness of her own cultural identity (Deardorff, 2004; King & Baxter Magolda, 
2005). She reflected on the importance of family and the influence of her cultural 
identity on her values and dispositions. Maria’s professional commitment to reflective 
practice and ongoing learning illustrated the interconnected relationship between the 
three dimensions of self-authorship and her development towards intercultural 
competence. 
5.6.4 Context summary 
This section explores the potential interactions between the context at Riverwood 
Kindergarten, and Maria’s intercultural competence. Analysis through the theoretical 
framework of self-authorship revealed Maria’s evaluativist personal epistemology, 
mindful and sensitive interpersonal skills, and intrapersonal awareness of her cultural 
identity.  The contextual factors that may have played a supporting role in Maria’s 
intercultural competence included the cultural/social demographics, and the policy 
statements. Due to the organisational structure there was no director to interview at this 
kindergarten.  
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The cultural demographic data (ABS, 2013) revealed that 32.3% of people in the 
suburb of Riverwood spoke a language other than English at home, which is higher 
than the national average of 24.6%. The most common languages other than English 
were Arabic, Vietnamese, Spanish, Bosnian and Samoan. This cultural diversity was 
discussed in the Kindergarten Family Booklet which is given to families at enrolment. 
The philosophy statement found in the booklet acknowledged the importance of 
individuality and building respectful relationships with culturally diverse children and 
their families. The philosophy reflects an understanding of the value of cultural diversity 
and openness to intercultural learning (Deardorff, 2004a). This focus on parents and 
families was also apparent in the interviews with Maria as she discussed the importance 
of sharing of knowledge between parents and educators. Maria’s own cultural 
background may have influenced these beliefs as she often reflected on her own cultural 
background and her parents’ experiences as immigrants. Although the direct 
relationship is unknown, it is interesting to note the similarities between Maria’s own 
intercultural understandings and the philosophy in the Kindergarten Family Booklet. 
5.7 CHAPTER SUMMARY 
The case by case analysis through the theoretical lens of self-authorship has 
allowed for exploration of the nature of the educators’ personal epistemological, 
interpersonal, and intrapersonal beliefs in relation to intercultural competence. Each 
individual case study has addressed the first research questions of: How do early 
childhood educators make meaning of personal experiences with cultural diversity and 
how does this relate to their intercultural competence? And second: How do early 
childhood educators’ intercultural attitudes relate to their practice?  The first question 
was explored through analysis and discussion of the teachers’ development of self-
authorship and intercultural competence. As teachers engaged in the complex meaning 
making required of self-authorship it appeared that they also demonstrated elements of 
intercultural competence. This complex relationship is further explored in the following 
cross-case analysis chapter. The second question focused on educators’ intercultural 
practice, this included discussion of their practice from the interview data and 
observations of this practice. The educators held a range of beliefs about intercultural 
teaching practices as discussed through the case studies. However, there was limited 
observational data to report on in this chapter. The implications of this finding are 
further discussed in Chapter 6. The third question of how do centre specific contexts 
relate to early childhood educators’ development of intercultural competence? was 
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briefly addressed through the context summary in each case. No assertions were made 
in the context summary however the potential interactivity between the educator’s 
intercultural competence and the contextual factors was discussed. 
This chapter has presented the findings from each individual case to allow each 
case to tell its unique story, through its relationships, problems, and situation (Stake, 
2006). The tables presented in the summary of each case provide an overview of each 
educator’s meaning making structures through the theory of self-authorship and 
intercultural competence evident through Deardorff’s (2004a) elements. The following 
cross case discussion chapter will highlight and merge the key findings and relationships 
between the development of self-authorship and Deardorff’s elements of intercultural 
competence across the five cases. Chapter 5 will also explore the situationality (Stake, 
2006) of each case to address the third research question in more detail. 
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Chapter 6: Cross-Case Discussion 
6.1 INTRODUCTION 
This study investigated early childhood educators’ intercultural competence 
through the theoretical lens of self-authorship. The findings from the individual case 
studies presented in Chapter 5 suggested a relationship between early childhood 
educators’ self-authorship and their ability to reflect on experiences with cultural 
diversity. Certain intercultural attitudes also appeared to be connected to educators’ 
meaning making and self-authorship. The educators’ self-authorship and level of 
reflection appeared to relate to their discussions of intercultural competence, which is 
defined in this study as “the ability to communicate effectively and appropriately in 
intercultural situations based on one’s intercultural knowledge, skills, and attitudes” 
(Deardorff, 2006, p. 247).  
Chapter 5 addressed the first two research questions on a case by case basis: 
1. How do early childhood educators make meaning of personal experiences 
with cultural diversity and how does this relate to their intercultural 
competence? 
2. How do early childhood educators’ intercultural attitudes relate to their 
practice?   
The case studies presented in the Chapter 5 analysed five early childhood 
educators’ ability to make meaning of personal experiences with cultural diversity 
through the three dimensions of self-authorship: personal epistemology, intrapersonal, 
and interpersonal (addresses Question 1). The case studies also analysed observational 
and interview data related to educators’ intercultural practice and interview data that 
explored the educators’ intercultural attitudes (addresses Question 2). Although the 
observational data were rather limited, the intercultural attitudes of openness and curiosity 
appeared to relate to the educators’ discussions of their respectful relationships with 
culturally diverse children and their families.   
This chapter will further address the first two research questions through the 
process of cross-case analysis (Sections 6.2 and 6.3). As outlined in Chapter 4 a 
constructivist approach to cross-case analysis allows for the generation of themes and 
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patterns across the cases, and provides the potential to theorise about a larger collection 
of cases, which have contexts of a similar nature (Simons, 2009; Stake, 2005). According 
to Stake (2006), the process of cross-case analysis involves the identification of 
individual case themes, which are then explored across cases to determine the degree of 
congruity or disparity between cases. 
This chapter will then address, in Section 6.4, the third research question that was not 
analysed in the previous chapter. 
3. How do kindergarten contexts relate to early childhood educators’ 
intercultural competence?  
The contextual factors of each case were presented in the context summaries in 
the previous chapter. This chapter will discuss and analyse the potential interactions 
between the phenomenon of intercultural competence in the five cases and their 
respective contexts (Stake, 2006). Each educator is considered to be a case and her 
intercultural competence is the phenomenon being studied. The contexts refer to the 
community context (i.e., the cultural demographics of the suburb in which the early 
childhood service is located) and the service context (i.e., the directors’ beliefs about 
cultural diversity and the centre philosophy related to cultural diversity and inclusion).  
This section analyses documents collected from the five service and interviews with the 
educators and directors. 
The previous case by case analysis chapter involved the integration of the theory 
of self-authorship with Deardorff’s elements of intercultural competence to help 
understand how the educators make meaning of their experiences with cultural diversity. 
Self-authorship involves internal meaning making in the epistemological, interpersonal, 
and intrapersonal dimensions (Baxter Magolda, King, & Perez, 2012) This chapter 
focuses on the potential relationship between the two theories and the contexts in 
which the cases are situated. Table 6.1 overviews the findings from the five cases by 
mapping the elements of intercultural competence that were evident in the interviews 
with the educators (Deardorff, 2006) that were found to relate to the three dimensions 
of self-authorship for each of the five educators.  
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Table 6.1 
Elements of Intercultural Competence for each case in dimensions of Self-Authorship  
 Heidi Maria Yoo-Sun Vanessa Bianca 
 
Internal 
meaning 
making 
   
External 
meaning 
making 
P
e
rs
o
n
a
l 
E
p
is
te
m
o
lo
g
y
 
Evaluativist Evaluativist/ 
Subjectivist 
Evaluativist/ 
Subjectivist 
Subjectivist Subjectivist/ 
Objectivist 
1. Understand 
others’ 
worldview 
5. Openness 
toward 
intercultural 
learning  
8. Skills to 
analyse, 
interpret and 
relate 
11. Respect for 
other cultures 
19. Curiosity 
and discovery 
22. Culture 
specific 
knowledge & 
understanding  
1. Understand 
others’ worldview 
3. Adaptability  
8. Skills to 
analyse interpret 
and relate 
14. Understanding 
of the role and 
impact of culture 
on situational/ 
social/historical 
contexts 
19. Curiosity and 
discovery 
22. Culture 
specific knowledge 
& understanding  
1. Understand others’ 
worldview  
5. Openness toward 
intercultural learning  
9. Tolerating and 
engaging ambiguity 
10. Deep knowledge 
and understanding of 
culture (own and 
others’) 
19. Curiosity and 
discovery 
20. Learning through 
interaction 
1. Understand 
others’ worldview 
12. Cross-cultural 
empathy 
18. Withholding 
judgment 
19. Curiosity and 
discovery 
20. Learning 
through 
interaction 
-1. [Some] 
understanding 
of others’ 
worldview 
-19. [Lack of] 
curiosity and 
discovery 
22. [Aware of] 
culture specific 
knowledge 
In
te
rp
er
so
n
a
l 
3. Adaptability 
12. Cross-cultural 
empathy 
11. Respect for 
other cultures 
20. Learning 
through 
interaction 
22. Culture 
specific 
knowledge & 
understanding 
4. Skills to listen 
and observe 
5. Openness 
toward 
intercultural 
learning  
8. Skills to analyse, 
interpret and relate 
11. Respect for 
other cultures 
12. Cross-cultural 
empathy 
14. Understanding 
of the role and 
impact of culture  
17. Mindfulness 
3. Adaptability and 
adjustment  
4. Skills to listen and 
observe 
5. Openness toward 
intercultural learning  
11. Respect for other 
cultures 
12. Cross-cultural 
empathy 
13/14. Understanding 
the value and the role/ 
impact of culture on 
situational/ social/ 
historical contexts  
16. Sociolinguistic 
competence  
20. Learning through 
interaction 
5. Openness 
toward 
intercultural 
learning  
10. [Developing] 
knowledge and 
understanding of 
culture (others) 
18. Withholding 
judgment 
20. Learning 
through 
interaction 
-1. [Does not] 
understand 
others’ 
worldview 
-3. [Does not 
demonstrate] 
adaptability and 
adjustment 
-12. [No evidence 
of] cross-cultural 
empathy 
-14. [Does not 
discuss/see] role 
and impact of 
culture and 
situational/ 
social/ historical 
contexts  
In
tr
a
p
er
so
n
a
l 
2. Culture self-
awareness and 
capacity for self-
assessment 
10. Deep 
knowledge and 
understanding of 
culture (one’s 
own and others’) 
13. 
Understanding 
the value of 
culture diversity 
 
2. Culture self-
awareness and 
capacity for self-
assessment 
10. Deep 
knowledge and 
understanding of 
culture (own and 
others’) 
13. Understanding 
the value of 
culture diversity  
2. Culture self-
awareness and self-
assessment  
10. Deep knowledge 
and understanding of 
culture (own and 
others’) 
3. Adaptability and 
adjustment to new 
cultural environment 
12. Cross-cultural 
empathy 
-2. [Limited] 
cultural 
awareness and 
self- assessment 
12. Cross-cultural 
empathy 
18. Withholding 
judgment 
-2. 
[Developing] 
cultural self-
awareness, [no] 
self-assessment 
-10. [Limited] 
knowledge and 
understanding of 
culture (own and 
others’) 
-21. 
Ethnocentrism:  
minimisation (M. J. 
Bennett, 2004) 
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Table 6.1 was instrumental in the process of cross-case analysis as it allowed the 
intercultural commonalities and differences amongst the cases to be clearly displayed 
within the three dimensions of self-authorship. Although the intrapersonal and 
interpersonal dimensions are important, the epistemological dimension appeared to 
have the strongest relationship with educators’ ability to reflect on and make meaning of 
experiences with cultural diversity as evidenced by the depth of the educators’ 
discussion about understanding others’ worldviews. The order of the columns, from left 
to right, relates to the educators’ meaning making and self-authorship. Heidi, on the left, 
demonstrated the most self-authored identity, through her internal meaning making 
which was evidenced through her evaluativist personal epistemology, respectful 
interdependent interpersonal relationships, and internally defined identity and beliefs.  
Bianca, on the right, appeared to make meaning through external sources, which was 
evidenced by her subjectivist/objectivist personal epistemology, and somewhat limited 
understanding of others’ perspectives and her own cultural identity. The arrows above 
Maria, Yoo-Sun, and Vanessa indicate their process of meaning making from external to 
internal meaning making or self-authorship. Baxter Magolda (2008b) conceptualised the 
development of self-authorship along a continuum, however has stated that 
development is often complex and cyclical or helical in nature, rather than a linear 
trajectory. This thesis is interested in understanding the educators’ process of meaning 
making leading to self-authorship, rather than specifying educators’ developmental 
position along a continuum. 
The numbers that appear in front of the elements of intercultural competence 
relate to the results of Deardorff’s (2004a) Delphi study. For example Understanding of 
others’ worldviews is number 1, as this was the only element to receive 100% acceptance 
amongst intercultural experts. The remaining elements all received acceptance of 80% or 
higher and are numbered according to their acceptance rate and mean score (Deardorff, 
2004a). The full list of elements and acceptance rates can be found in Appendix B. This 
study has used negative numbers to indicate that the opposite of the intercultural 
element was observed, for example in the case of Bianca her minimisation of cultural 
differences suggested an (-21) ethnocentric view; compared to an (21) Ethnorelative view 
where cultural differences are accepted or integrated (M. J. Bennett, 2004). Words that 
appear in square parentheses have been added to Deardorff’s original elements to 
provide further detail about the educators’ intercultural competence.  It is also 
important to note that some of the intercultural elements were found to relate to more 
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than one dimension of self-authorship. For example, Openness towards intercultural learning 
was found to relate to the epistemological and interpersonal dimensions, as the learning 
component seemed to relate to the epistemological component of how knowledge is 
sourced, while openness may influence how interactions occur (interpersonal). This 
overlap is not surprising given the interconnected relationship of development across 
the three dimensions of self-authorship (King, 2010). It is also interesting to note that 
the educators who expressed more evaluativist traits discussed a much more open 
approach to intercultural learning compared to those with more subjectivist traits. 
The congruity or disparity of intercultural elements across the five cases is clearly 
illustrated in Table 6.1. Key cross-case findings from Table 6.1 have been highlighted in 
two colours (blue and green) to address the first two research questions. These cross-
case findings have been highlighted, as they were present across at least four of the 
cases, and appeared to be significant in the interview data. The interconnections 
between these highlighted findings and the other elements that were found in each case 
are discussed throughout this chapter. 
The blue findings: understand others’ worldview; skills to analyse, interpret and 
relate; and culture self-awareness and capacity for self-assessment are discussed in 
Section 6.2. These findings relate to the first research question concerning educators’ 
intercultural meaning making. The green cross-case findings: curiosity and discovery, 
and openness toward intercultural learning related to the second research question 
concerning educators’ intercultural attitudes and practices, are discussed in Section 5.3. 
The contextual findings related to the third research question are discussed in Section 
5.4. The overall aim of this chapter is to address the three research questions outlined in 
this study through cross-case analysis and discussion of the major findings outlined 
above.  The discussion in this chapter allows the findings to be considered with regard 
to previous research in the field, and for the contribution of this particular study to be 
made apparent.  
6.2 SELF-AUTHORSHIP & INTERCULTURAL MEANING MAKING 
This section addresses the question: How do early childhood educators make 
meaning of personal experiences with cultural diversity and how does this relate to their 
intercultural competence? The educators’ personal epistemologies and ability to engage 
in critical reflection appeared to be central to their ability to make meaning of 
experiences with cultural diversity. These findings involved three of Deardorff’s (2004a) 
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elements of intercultural competence, which are highlighted in blue in Table 6.1. The 
first finding (Section 6.2.1) was the relationship between educators’ personal 
epistemologies and understanding of others’ worldviews (Deardorff, 2004a). This 
relationship appeared to relate to meaning making through the ability to understand 
others’ perspectives. The second finding (Section 6.2.2) was the relationship between 
educators’ level of reflection and self-authorship, mainly in the epistemological and 
intrapersonal dimensions and to a lesser extent in the interpersonal dimension. This 
relationship appeared to involve two intercultural elements: skills to analyse, interpret 
and relate; and cultural self-awareness and capacity for self-assessment (Deardorff, 
2004a). As educators’ identities became more self-authored they appeared to engage in 
deeper levels of reflection and analysis, allowing them to respectfully make meaning of 
their experiences with cultural diversity, which in turn may have related to their 
intercultural competence. The depth of the educators’ reflection will be examined 
through an integrated model of reflection (Table 6.3) which details movement from the 
lower level of retelling, to the deeper level of critical reflection. 
6.2.1 Personal epistemology and understanding of others’ worldviews 
There appeared to be an interesting relationship between educators’ personal 
epistemologies and their understanding of others’ cultural worldviews. All five of the 
early childhood educators interviewed in this study expressed beliefs about the 
importance of understanding others’ cultural worldviews, as illustrated in Table 6.1. The 
depth of the educators’ understanding of others’ cultural worldviews appeared to vary 
from case to case and there is an indication that this may be in relation to educators’ 
personal epistemologies. In this discussion deep understanding of others’ worldviews 
refers to a complex ability to understand and reason from others’ perspectives, rather 
than a simpler understanding or acceptance of others’ differing perspectives and 
worldviews. According to Baxter Magolda and King (2012) self-authorship involves 
careful and critical consideration of others’ perspectives, while uncritical acceptance of 
others’ perspectives indicates external meaning making. Understanding and respect for 
others’ worldviews is a foundational aspect of intercultural competence (M. J. Bennett, 
2004; Deardorff, 2004b; Sue & Sue, 2012). This section now explores how this 
understanding may vary dependent upon the educators’ personal epistemologies. 
In the case of Heidi, her evaluativist personal epistemology seemed to be related 
to an appreciation of the fact that culture influences people’s beliefs, knowledge and 
behaviours, demonstrating her understanding of the legitimacy of others’ worldviews.  
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This understanding appeared to be connected to Heidi’s cultural self-awareness and 
capacity for self-assessment (Deardorff, 2004a), as seen in the intrapersonal row of 
Table 6.1. As Heidi discussed how her own cultural identity/worldview influenced her 
expectations and classroom practices. Maria and Yoo-Sun held similar understandings 
about their own and others’ cultural worldviews. Both Maria and Yoo-Sun were 
characterised as having predominantly evaluativist beliefs, where knowledge is viewed as 
personally and contextually constructed through analysis of diverse opinions. Maria’s 
understanding of others’ worldviews was based around her ability to reflect on her own 
Western cultural practices and see the role of culture in social situations. This ability 
related to Deardorff’s element of cultural awareness and the capacity for self-
assessment, detailed in Table 6.1, and is discussed in more detail in the following 
section.  Reflecting on her own cultural worldview allowed Maria to appreciate an 
alternate cultural perspective or worldviews. According to King and Baxter Magolda 
(2005) the ability to consciously shift perspectives into another cultural frame, 
demonstrates intercultural maturity in the epistemological dimension. Shifting 
perspectives could be argued to involve critical reflection about one’s own cultural 
identity (intrapersonal) and others’ cultural knowledge (epistemological). Previous 
research by H. Han et al. (2011) found that early childhood educators’ awareness and 
reflection on their own cultural identities influenced pedagogical beliefs and 
understandings of culturally diverse children. Taken together, these findings suggest the 
importance of critical reflection in developing intercultural competence. This finding is 
discussed in more detail in the following section.   
There was also evidence to suggest that Yoo-Sun’s understanding of her own 
complex bicultural identity related to her understanding of the importance and 
legitimacy of children’s cultural identities and worldviews. This understanding of diverse 
worldviews and perspectives appeared to be related to Yoo-Sun’s ability to tolerate and 
engage with ambiguity, which requires cognitive complexity (King & Baxter Magolda, 
2005). Yoo-Sun’s cognitive ability to engage with ambiguity and understand multiple 
perspectives also demonstrates evaluativism about the nature of knowledge, as 
knowledge is viewed as tentative/ambiguous, rather than certain/unchanging (Hofer, 
2004). In terms of Yoo-Sun’s beliefs about the nature of knowing there is little evidence 
about her justification or evaluation of competing knowledge claims, which may point 
to a lack of critical reflection in this dimension. This also indicated Yoo-Sun’s more 
subjectivist set of beliefs about the nature of knowing, which may relate to absence of 
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the intercultural skills to analyse, interpret and relate (Deardorff, 2004a) in Yoo-Sun’s 
data. 
Vanessa’s personal epistemology also tended to be more subjectivist, and there 
was no evidence of her intercultural skills to analyse, interpret and relate (Deardorff, 
2004a). Her understanding of others’ worldviews was apparent, as she was able to put 
her own beliefs on hold, to show non-judgemental appreciation for cultural beliefs and 
practices that were different from her own. However, this understanding did not appear 
to reach the same level as the educators with more evaluativist personal epistemologies. 
Vanessa seemed to subjectively appreciate others’ cultural worldviews, however she did 
not express a desire to understand the basis or legitimacy of others’ worldviews. This 
subjective appreciation, alongside Vanessa’s limited discussion of her own cultural 
worldview, indicates a lack of critical reflection in the epistemological and intrapersonal 
dimensions. This aligns with King and Baxter Magolda’s (2005) assertion that cognitive 
complexity, as would be reflected in an evaluativist personal epistemology, is required to 
understand the basis of differing cultural worldviews. Hence, Vanessa’s more 
subjectivist personal epistemology may not facilitate the deeper level of understanding 
or critical reflection about her own or others’ cultural worldviews. 
 In the case of Bianca, her understanding of others’ worldviews was not 
consistently articulated in her interviews. Bianca often expressed her belief that everyone 
has a right to an opinion, which is indicative of her subjectivist personal epistemology. 
There was some indication that Bianca believed that others’ diverse backgrounds shaped 
their opinions, which would suggest some understanding of others’ worldviews, 
however this was not consistently expressed. When discussing her communication with 
parents, Bianca’s own beliefs tended to dominate interactions rather than a desire to 
understand others’ worldviews, indicated in Table 6.1 by the negative number one (-1) 
in the interpersonal dimension. This finding also revealed an element of objectivism, as 
Bianca appeared to view her own perspective as an absolute truth that was used for 
justification. There were no data to suggest Bianca reflected on her own or parents’ 
cultural worldviews and their importance. 
The data collected in this study suggest a relationship between the educators’ 
personal epistemologies and level of understanding of others’ cultural worldviews. The 
cross-case analysis suggests that the ability to deeply understand and learn about others’ 
worldviews, through shifting perspectives, recognising the role of culture, and engaging 
with ambiguity, may relate to an evaluativist personal epistemology and internal meaning 
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making structures. This finding supports King and Baxter Magolda’s (2005) claim that 
understanding the origin of different worldviews requires complex thinking skills, which 
would be reflected in an evaluativist personal epistemology.  Research has suggested that 
evaluativist personal epistemologies may form the basis of complex or critical thinking 
skills. In their research with Norwegian pre-service teachers Bråten and Strømsø (2006) 
found that sophisticated personal epistemologies may be related to critical thinking 
when evaluating Web-based resources. These critical thinking skills may also be 
important for the development of intercultural competence, as Martincová and 
Lukešová (2015) argued that critical thinking can act as a tool for managing intercultural 
conflicts.  
Although King and Baxter Magolda’s (2005) claim has not been empirically tested, 
previous research has indicated a relationship between evaluativism and deep 
approaches to learning. In this current study, deep approaches to learning about others’ 
worldviews would involve a desire to understand the basis or legitimacy of others’ 
worldviews, rather than a simpler uncritical acceptance of others’ worldviews. A study 
by Brownlee et al. (2004) found that early childhood educators with evaluativistic 
epistemological beliefs were more likely to discuss meaningful approaches to learning 
that involved making connections between new and prior knowledge. In this current 
study the three educators who expressed more evaluativist beliefs also demonstrated 
deeper approaches to learning about and understanding others’ worldviews, where they 
seemed intent on uncovering the reasons behind cultural practices and beliefs that were 
different to their own. Notably, these three educators all demonstrated cultural self-
awareness and capacity for self-assessment, compared to Vanessa and Bianca who 
showed limited awareness and self-assessment, as indicated by the -2 in the 
intrapersonal row of Table 6.1. A possible explanation for this may be that there is a 
need to recognise the complexities of one’s own cultural worldview before others’ 
worldviews can be deeply understood. Previous research supports this explanation as 
limited awareness about the influence of one’s own identity, beliefs, and values has been 
found to hinder early childhood educators’ development of cultural competence (H. 
Han et al., 2011).  The finding also supports Baxter Magolda’s (2003) claim that the self 
plays a central role in knowledge construction, through “acknowledging that’s one’s 
identity is part of knowing” (p. 232).  
This section also highlights the interconnections between the three dimensions of 
self-authorship, where the epistemological dimension seems closely linked to internal 
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meaning making in both the intrapersonal and interpersonal dimensions. The 
connection between the epistemological and intrapersonal dimensions has been 
discussed above, with critical reflection on one’s own cultural worldview perhaps acting 
as a precursor for deep understanding of others’ worldviews. In the case of Maria, her 
capacity to critically reflect on her Western worldview allowed for a shift in perspectives 
to see a scenario from another’s cultural worldview. The epistemological dimension is 
then also linked to the interpersonal dimension, as complex epistemological beliefs and 
a desire to learn about others’ cultural worldviews may promote respectful intercultural 
interactions. In the case of Heidi, she critically reflected on how she would ask families 
about their cultural perspectives/worldviews and would then use this cultural 
knowledge to evaluate claims. A common thread throughout the data presented in this 
section is the need for critical reflection, which is inherent in an evaluativist personal 
epistemology. The epistemological dimension has been described as the “strong 
partner” in the development of self-authorship (King, 2010, p. 174) and it has been 
suggested that it may in fact moderate the development of interpersonal and 
intrapersonal development in self-authorship (Hofer, 2010). This study further suggests 
that a focus on the epistemological dimensions through critical reflection on experiences 
with cultural diversity may allow for the reconstruction of one’s own cultural 
perspectives and worldview to recognise the legitimacy of others’ cultural worldviews. 
This critical reflection could in turn promote intercultural competence through the 
understanding that all beliefs and practices are shaped within a cultural context 
(Liddicoat, 2005).  The potential relationship between critical reflection and intercultural 
meaning making is now discussed as a key finding.  
6.2.2 Critical reflection and intercultural meaning making 
The second key finding in this study, highlighted in green in Table 6.1, was the 
relationship between educators’ level of reflection on their own experiences with 
cultural diversity and in response to a cultural scenario, and intercultural meaning 
making capacity of self-authorship. The intercultural dimensions in Table 6.1 that 
appear to be related to reflection include: skills to analyse, interpret and relate; and 
cultural self-awareness and capacity for self-assessment. The educators’ responses 
demonstrated varying levels of reflection from lower levels of retelling or reporting of 
events through to deeper reflections that resembled critical reflection. Previous research 
has linked critical reflection with both self-authorship and intercultural competence. 
Critical reflection that incorporates theoretical and research perspectives was argued by 
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Brownlee et al. (2010) to enhance the development of self-authorship. Earlier work by 
Baxter Magolda (2008b) found that critical reflection could be a mechanism for 
promoting development towards self-authorship. Intercultural research by Garmon 
(2004) identified self-reflectiveness on one’s own beliefs and behaviours as a key factor 
in increasing to pre-service teacher’s positive beliefs about cultural diversity. These 
findings support the discussion in the previous section, which highlighted the central 
role of critical reflection is coming to deeply understand others’ worldviews. This 
section now further explores the relationship between critical reflection and intercultural 
meaning making in early childhood services. 
The National Quality Framework considers critical reflection to be essential in 
improving the quality of early childhood services (Cartmel et al., 2012). The EYLF 
document places a strong emphasis on reflective practices and defines critical reflection 
as “reflective practices that focus on implications for equity and social justice” 
(DEEWR, 2010, p. 45). This definition with its focus on social justice takes a critical 
perspective and appears to draw on the work of Freire and other critical theorists. 
However, critical reflection can also be conceptualised as a way to systematically 
evaluate evidence so as to construct knowledge (King & Kitchener, 1994). While the 
EYLF definition focuses on what educators can critically reflect upon (i.e., social justice 
and equity), there is little detail about how educators can engage in the process of critical 
reflection (i.e., through inquiry and evaluation).  
Further there appears to be a need for greater understanding and “conceptual 
clarity” around the terms reflective practice and critical reflection (Kinsella, 2009, p.3). 
The terms reflection and critical reflection are often used interchangeably, adding to the 
confusion and lack of clarity (Finlay, 2008). In order to address this lack of clarity and 
avoid further confusion this cross-case analysis and discussion draws on two models 
that rely on the use of levels of reflection. The levels allow for a clear differentiation 
between reflection and critical reflection. These models are overviewed in Table 6.2.  
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Table 6.2 
Four levels of reflection adapted from Kember et al. (2008) and Bain et al. (2002) 
Levels 
Levels of reflection 
Kember et al. (2008) 
The 5Rs Framework 
Bain et al. (2002) 
Level 1 
Habitual action / 
Non-reflective 
Automatic reaction 
without significant 
thought. No 
consideration for 
alternative approaches. 
Reporting 
Descriptive account of 
a situation, incident, or 
issue. 
Responding 
Emotional/personal 
response to a situation, 
incident, or issue. 
Level 2 Understanding 
Attempt to reach an 
understanding of a 
concept or topic. Link 
between theory and 
practice missing. 
Relating 
Relationship drawn 
between current 
personal or theoretical 
understandings and the 
situation, incident, or 
issue. 
Level 3 Reflection 
Personal insights that 
relate personal 
experiences, practice 
and theory. Practical 
application of theory. 
Reasoning 
Exploration, 
interrogation, or 
explanation of the 
situation, incident, or 
issue. 
Level 4 
Critical 
Reflection 
Transformation of 
perspective through 
questioning 
unconscious beliefs, 
values, and 
presumptions. 
Reconstructing 
Conclusion and future 
action plan developed 
based upon a reasoned 
understanding of the 
situation, incident, or 
issue. 
 
Table 6.2 integrates Kember, McKay, Sinclair, and Wong’s (2008) and Bain, 
Ballantyne, Mills, and Lester’s (2002) models of reflection. The first model by Kember 
et al. (2008) details a four category coding scheme for assessing written reflection. As 
can be seen in Table 6.2 the scheme presents reflection as four levels: habitual 
action/non-reflection, understanding, reflection, and critical reflection, where each level 
builds upon the previous. The four levels of reflection are informed by Kember and 
colleagues’ (2000) earlier questionnaire, which was based on the work of Mezirow. The 
questionnaire has been tested for reliability and validity, while the coding scheme has 
shown reliability through assessor agreement (Kember et al., 2008).  The second model 
by Bain et al.  (2002) reports the 5R reflective writing framework. Table 6.2 overviews 
Bain and colleagues’ framework from non-reflective Reporting at level 1, through to 
critically reflective Reconstructing at level 5. As the levels in these models increase in 
complexity they ultimately lead to evidence informed analysis and transformative 
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practice (Ryan & Ryan, 2011). Both models originally focused on university students’ 
written reflections.  
The integrated levels in Table 6.2 are now used to describe the levels of reflection that 
were noticed in the interviews with the educators. The discussion of the educators’ 
reflection relates to all three dimensions of self-authorship, however as would be 
expected the epistemological dimension appears to be integral to the ability to engage in 
critical reflection.  Table 6.3 presents an integration of the findings that relate to 
reflection, these include: the educators’ level of reflection, the self-authorship findings 
from the summarising tables in Chapter 5 that relate to reflection, and the key 
intercultural findings that were highlighted in blue and green Table 6.1. The analysis of 
the educators’ levels of reflection is now discussed in order from the highest level 
(critical reflection), Heidi to the lowest (responding), Bianca. 
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Table 6.3 
Educators’ levels of reflection from Table 6.2 and dimensions of self-authorship 
 Heidi Maria Yoo-Sun Vanessa Bianca 
L
e
ve
l 
o
f 
R
e
fl
e
ct
io
n
 
4. Critical 
reflection 
Questioning of 
personal beliefs/ 
perspectives to 
develop an action 
plan based upon a 
reasoned 
understanding 
(research used to 
inform decision 
making). 
3/4. [Critical] 
Reflection 
Personal insights 
that relate to 
experiences and 
practice. Links to 
theory missing. 
Questioning 
unconscious 
beliefs, discussion 
of future action. 
3. Reflection 
Personal insights 
that relate to 
experiences and 
practice. 
Exploration of 
incidents or issues. 
Links to theory 
missing. 
2. Understanding 
Expressed 
personal 
understanding of 
experiences/situati
ons. Link between 
theory and practice 
missing. 
1. Non-
reflective/ 
Responding 
Descriptive 
account of 
experiences 
without significant 
thought/reasoning. 
Little consideration 
for alternative 
approaches. 
P
e
rs
o
n
a
l 
E
p
is
te
m
o
lo
g
y
 Evaluativist Evaluativist/ 
Subjectivist 
Evaluativist/ 
Subjectivist 
Subjectivist Subjectivist/ 
Objectivist 
1. Understand 
others’ worldview 
5. Openness 
toward 
intercultural 
learning  
8. Skills to 
analyse, interpret 
and relate 
19. Curiosity and 
discovery 
1. Understand 
others’ worldview 
8. Skills to 
analyse interpret 
and relate 
19. Curiosity and 
discovery 
 
1. Understand 
others’ worldview  
5. Openness 
toward 
intercultural 
learning  
19. Curiosity and 
discovery 
 
1. Understand 
others’ worldview 
19. Curiosity and 
discovery 
 
-1. [Some] 
understanding of 
others’ worldview 
-19. [Lack of] 
curiosity and 
discovery 
 
In
te
rp
er
so
n
a
l 
Reflects on her 
interpersonal 
weaknesses and 
develop 
strategies. 
Reflects on 
interpersonal 
experience. 
Open 
communication 
with culturally 
diverse families. 
Refrains from 
judgement in 
interactions with 
diverse others. 
Own perspective 
dominates 
interactions. 
 5. Openness 
toward 
intercultural 
learning  
5. Openness 
toward 
intercultural 
learning  
5. Openness 
toward 
intercultural 
learning  
-1. [Does not] 
understand 
others’ worldview 
In
tr
a
p
er
so
n
a
l 
Reflects on the 
significance of 
own cultural 
identity & 
beliefs. 
Reflects on the 
significance of 
own cultural 
identity & values. 
Reflects on own 
cultural identity 
& experiences 
with racism. 
Limited 
awareness of 
own cultural 
identity. Some 
reflection on 
beliefs. 
Developing 
cultural identity. 
No reflection on 
beliefs. 
2. Culture self-
awareness and 
capacity for self-
assessment 
2. Culture self-
awareness and 
capacity for self-
assessment 
 2. Culture self-
awareness and 
self-assessment  
-2. [Limited] 
cultural 
awareness and 
self- assessment 
-2. [Developing] 
cultural self-
awareness, [no] 
self-assessment 
 
As can be seen in Table 6.3 Heidi was described as the most reflective educator 
and demonstrated the ability to engage in critical reflection (Level 4) during the 
interviews. This level of reflection involves the transformation of perspectives through 
questioning unconscious beliefs, values, and presumptions; and the development of a 
future action plan based upon research and reasoned understanding (Bain, et al., 2002; 
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Kember et al., 2008). These data are used to argue that Level 4 is related to an 
evaluativist personal epistemology where knowledge is evaluated and actively 
constructed through the weighing up of multiple perspectives, rather than a subjectivist 
acceptance of knowledge. Heidi’s personal philosophy to question everything appeared 
to be linked to her ability to critically reflect as she questioned her own and others’ 
beliefs and perspectives, and used evidence and research to justify her position. This 
philosophy also seemed to be linked to the cognitive ability to analyse, interpret, and 
relate, which was found by Deardorff (2004a) to be an important component of 
intercultural competence. In response to the cultural scenario Heidi appeared to 
evaluate multiple sources, including research, to construct knowledge and start to begin 
to transform her perspectives to develop a future action plan. Heidi also demonstrated 
cultural self-awareness and capacity for self-assessment (Deardorff, 2004a) as she 
reflected on the role of her own cultural identity on her practice and reflected on her 
self-described intercultural weaknesses. For Heidi critical reflection appeared important 
across the three dimensions of her self-authored identity. 
Maria was beginning to demonstrate a capacity for Level 4 Critical Reflection as 
she began to question her own perspectives and unconscious beliefs, and discussed how 
this influenced her interactions (Kember et al., 2008). However, the analysis of 
theoretical ideas or research was still missing from her discussion, and as such there is 
not enough evidence to suggest that Maria is consistently engaging in critical reflection 
leading to the transformation of beliefs (Level 4). Table 6.3 therefore positions Maria as 
sitting between levels 3 and 4 of reflection and critical reflection. Reflection at level 3 
involves the ability to articulate personal insights about one’s own and others’ 
perspectives (Kember et al., 2008). Maria demonstrated openness to others’ perspectives 
in her response to the cultural scenario, as she reflected on her own Western cultural 
perspective about the importance of young children’s independence. By questioning her 
own unconscious cultural perspective (Level 4) and reconsidering another’s perspective 
(Level 3), Maria demonstrated respect for others’ worldviews. Although Maria began to 
question how her unconscious beliefs shaped interactions, it was unclear if this 
questioning led to a perspective transformation that would be expected if she were 
engaging in critical reflection (Kember et al., 2008). Maria’s reflection appears to involve 
the integration of the three dimensions of self-authorship; intrapersonal/epistemological 
reflection on her own Western perspective and interpersonal reflection on how her 
cultural perspective could shape or change her interactions with parents.  This Level 3/4 
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reflection seemed to allow for movement beyond a subjectivist respect for diverse 
worldviews, to an evaluativist appreciation and understanding of the legitimacy of 
others’ worldviews and perspectives, which was discussed in the previous section. This 
finding indicates the way self-authorship, particularly critical reflection in the 
epistemological dimension, can promote intercultural competence.  
Maria and Yoo-Sun both reflected on their experiences with racism and discussed 
how this had influenced their own cultural identities, demonstrating their awareness in 
the intrapersonal dimension of self-authorship. According to King and Baxter Magolda 
(2005) intercultural maturity in the intrapersonal dimension involves self-awareness of 
how aspects of one’s identity can be integrated to provide a culturally sensitive lens that 
informs decision-making about intercultural interactions. Yoo-Sun and Maria’s 
experiences with racism did not appear to negatively influence their cultural identities, 
and they both reflected on how they had turned these negative experiences into a 
positive mindset that allowed them to demonstrate increased intercultural understanding 
and sensitivity towards diverse others. In this instance Yoo-Sun and Maria appeared to 
be reflecting Level 3 as outlined in Table 6.3. At this level of reflection individuals 
generate personal insights by integrating their thinking to understand the reason for 
events, attempts are made to explain own and others’ behaviour using prior knowledge, 
and links between theory and practice may be explored (Bain et al., 2002; Kember et al., 
2008). Yoo-Sun reflected on her negative experiences with racism as a Korean 
immigrant and was able to relate this to her understanding and empathy for the 
culturally diverse children and parents in her kindergarten class. At this level of 
reflection Yoo-Sun is creating personal insights (Kember et al., 2008) and reasoning 
about the ongoing influence of the incident (Bain et al., 2002). Similarly, Maria discussed 
how reflecting on her own negative experience allowed her to become more mindful 
and sensitive towards how she acts and speaks in interactions with children and families 
from culturally diverse backgrounds. Although it is clear that both Maria and Yoo-Sun 
were integrating their thinking to reflect and make meaning of personal experiences, 
neither educator made reference to how they would use theory or research to inform 
their decision making. This may be due to the informal interview process, in which the 
educators were not specifically asked to make links to theory. It is important to note that 
both Kember et al. and Bain et al.’s models of reflection are designed to assess 
university students’ written reflections, where links to theory would be expected as part 
of the assessment criteria. This finding may point to the need for educators to become 
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more comfortable discussing theory in order to integrate it into their thinking and 
engage in critical reflection. 
In contrast to the previously discussed educators, Vanessa appeared less willing or 
unable to articulate her beliefs or engage in reflection during the interviews. Her 
personal epistemology was characterised as predominantly subjectivist with elements of 
evaluativism. On occasions Vanessa engaged in reflection on her personal experiences, 
in particular the experience of teaching at a school in London with a large, Muslim 
population. As she reflected on the experience, she made connections to her prior 
thinking about feeling like the minority and discussed how she is now more tolerant and 
understanding of cultural differences. However, reflection about her own cultural 
identity (intrapersonal dimension) seemed quite difficult for Vanessa. This level of 
reflection appears to be at Level 2 as it fits with Kemper et al.’s (2008) discussion of 
Understanding and Bain and colleagues’ (2002) description of Relating. At this second 
level, individuals seek to understand personal experiences and discuss their current 
thinking; however, justifications can be superficial. When Vanessa was prompted to 
reflect further on how this experience in London changed her thinking, she seemed 
unsure or perhaps hesitant to respond. This pattern of response was repeated 
throughout Vanessa’s interviews, as she usually responded to questions in some detail, 
but when probed to provide further detail about her meaning making she usually 
seemed unsure or hesitant. This hesitation could indicate her difficulty articulating her 
thinking during the interview process. However, this could also be due to her 
subjectivist personal epistemology, which does not require contrasting perspectives or 
thoughts to be evaluated (Feucht, 2011). 
As can be seen in Table 6.3, Bianca’s responses were found to be the least 
reflective of the five educators, as she often described events or experiences with 
minimal insight about her thinking or meaning making. In interview questions related to 
the intrapersonal dimension Bianca’s was also rather non-reflective as she expressed a 
developing sense of self-awareness, and the ability for self-assessment was not evident in 
the data (Deardorff, 2004a).  In response to the cultural scenario and questions, she 
made judgements based on her own beliefs but provided little justification for her 
decision-making. On several occasions she did not demonstrate the capacity to consider 
an alternate approach or understand an event from another perspective. This lack of 
reflection on multiple perspectives provided further evidence of her mix of subjectivist 
and objectivist personal epistemological beliefs. Throughout the interviews Bianca 
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discussed her subjectivist respect for all opinions and cultural perspectives. However, 
when probed, an element of objectivism was revealed, as she appeared to believe her 
own perspective was the most important. Bianca’s reflection appears to be at Level 1 
and fits with Kemper et al.’s (2008) habitual action/non-reflective description and 
Bain’s colleagues’ (2002) first and second levels of reporting and responding. At these 
initial levels of reflection, the event or observation is retold with minimal insights and 
personal judgements are made without any justification. This initial level of reflection 
aligns with Bianca’s predominantly subjectivist personal epistemology, as contrasting 
perspectives are accepted rather than evaluated. When probed to justify her beliefs, 
Bianca often took a more objectivist stance where her own observations and 
perspectives seemed to be viewed as an absolute truth that was used as the justification. 
Connections can be made here to M. J. Bennett’s (2004) intercultural stage of 
ethnocentrism, where individuals’ own cultural beliefs remain largely unquestioned, 
which would indicate a lack of self-reflection. While the data appeared to indicate 
Bianca’s lack of intercultural reflection, this may also be due to her difficulty articulating 
her beliefs during the interview process. 
As previously discussed, critical reflection appears to be an organising principle 
for both intercultural competence and self-authorship (Deardorff, 2009; Baxter 
Magolda, 2008b). Only two of the five educators in this study, demonstrated an initial 
phase of critical reflection (Level 4), where unconscious perspectives and beliefs are 
questioned, and future actions are considered based on reasoned evidence (Bain et al., 
2002; Kember et al., 2008). Heidi discussed the role of research in her decision-making, 
which is central to the capacity to engage in complex critical reflection, while Maria’s 
lack of discussion of theoretical ideas suggested that she was sitting between level 3 and 
4. Yoo-Sun appeared to engage in reflection at Level 3, while Vanessa demonstrated a 
lower level of reflection at Level 2; finally, Bianca often seemed quite non-reflective at 
Level 1. Interestingly the educators’ level of reflection seemed to relate to their self-
authorship, with Heidi the most critically reflective educator demonstrating the most 
self-authored identity, through her evaluativist personal epistemology, respectful 
interpersonal relationships, and awareness of her own cultural identity and beliefs.  
Whereas Bianca appeared to be the least reflective characterised by her 
subjectivist/objectivist personal epistemology, and somewhat limited understanding of 
others’ perspectives and her own cultural identity.  
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The data collected in this study provide only a snapshot of the educators’ practice; 
however, the less complex levels of reflection expressed by some of the educators is 
somewhat concerning, as previous research has indicated that reflection can improve 
early childhood professionals’  practice to achieve the best outcomes for  
children and families (MacNaughton, 2003; Siraj-Blatchford, Sylva, Muttock, Gilden, & 
Bell, 2002; Sylva et al., 2004). The educators’ somewhat limited critical reflection is not 
surprising as an analysis of NQS results from 410 early childhood services by Rothman 
et al. (2013) revealed that the element related to critical reflection was one of the 
elements most frequently assessed as not meeting National Quality Standard. 
Examination of the three dimensions of self-authorship: personal epistemology, 
interpersonal, and intrapersonal has allowed for a valuable understanding of the role of 
critical reflection in educators’ intercultural competence. This understanding adds a 
valuable contribution to the field, as the detailed analysis of the interplay between critical 
reflection and the dimensions of self-authorship, allowed for a more holistic 
understanding of the early childhood educators’ intercultural competence. The 
implications of this finding will be discussed in the following chapter. 
This finding also has methodological implications, related to the assessment and 
coding of reflection in interviews. As mentioned earlier both Kember et al. (2008) and 
Bain et al. (2002) developed models to assess written reflections in a university context. 
The models were integrated in Table 6.2 to allow for a broader understanding of how 
various levels of reflection and critical reflection may be enacted. The findings from this 
study appeared to correspond within the four levels in Table 6.2 and the table proved to 
be a useful tool to analyse the educators’ levels of reflection in the interviews. Heidi was 
the only educator who reflected on the role of research in her decision-making, and as 
such was the only educator who was characterised as reflecting at level 4. This may be 
due to the more conversational nature of the interviews that did not require educators’ 
to make explicit links to theory, or it may point to the educators’ limited understanding 
of how their practice is informed by research or theory. This finding highlights the need 
for educators to become more comfortable and confident discussing research and 
theory; in order to integrate theoretical ideas into their thinking, and engage in critical 
reflection that could potentially deepen their intercultural meaning making and 
intercultural competence. 
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6.2.3 Section summary  
This section has discussed the potential relationship between self-authorship and 
intercultural meaning making. The findings have highlighted the central role of the 
epistemological dimension in coming to deeply understand and appreciate others’ 
cultural worldviews. An evaluativist personal epistemology appeared to be related to a 
shift beyond a subjectivist respect for others’ worldviews, to a desire to learn about the 
basis of others’ worldviews and an appreciation of how one’s worldview can act as a 
lens through which experiences are interpreted. Critical reflection, which is inherent in 
an evaluativist personal epistemology, appeared to be linked to intercultural meaning 
making. Critical reflection also appeared to be important to the educators’ discussion of 
their cultural identity in the intrapersonal dimensions, and there was some evidence of 
how reflection informed interpersonal interactions and teaching practices. An important 
outcome of this research has been the application of the theory of self-authorship as a 
new framework for exploring intercultural competence in early childhood settings. A 
focus on self-authorship in teacher education or professional learning may assist 
educators to develop the capacity for critical reflection and the disposition required for 
intercultural competence. The significance of a focus on self-authorship will be further 
discussed in Section 7.3: Implication. The following section will further explore 
educators’ discussion of their intercultural attitudes and practices.  
6.3 INTERCULTURAL ATTITUDES & PRACTICE 
This section addresses the question: How do early childhood educators’ 
intercultural attitudes relate to their practice? This section focuses on the educators’ 
discussion of their own intercultural attitudes and practices, and on my observations of 
the educators’ practice in their classrooms. As it was difficult to observe the educators’ 
interactions with parents, without intruding on their privacy, the focus of the 
observations was on interactions with children and focused teaching sessions. As was 
discussed in Chapter 4: Research Design, this study utilised a combination of structured 
and unstructured observations. Structured observations were recorded on an 
observation template, which allowed for consistency between the observations at the 
five sites. The template was used to record observations of educators’ practice that 
related to the questions: “How is the educator/resource fostering children’s respect for 
cultural diversity? And how is the educator promoting/enacting intercultural 
competence? (Observation template, Appendix D). Unstructured observations were also 
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recorded as hand-written field notes. Other than a few multicultural songs, there was no 
evidence that any of the educators proactively engaged the children in discussions or 
learning experiences about culture or diversity. This is not to say that the educators 
never engage in such practice. However, these proactive discussions with children were 
not observed during the 15-week data collection period (three weeks per case). As such, 
the data analysed in this section relates more to the educators’ discussions of their 
attitudes and practices rather than observations of actual classroom practice. This 
section will first discuss the educators’ intercultural attitudes in Section 6.3.1. The two 
attitudes discussed in this section are curiosity and discovery, and openness to 
intercultural learning, highlighted in green in Table 6.3 (Deardorff, 2004a). Section 6.3.2 
then discusses how these intercultural attitudes might relate to the educators’ 
intercultural practices. 
6.3.1 Intercultural attitudes 
Interculturally competent attitudes can be enacted through curiosity, openness to 
new cultural knowledge, and a willingness to reflect and change underlying attitudes 
(Okayama et al., 2001). Curiosity and openness towards intercultural learning are both 
recognised as attitudinal components of intercultural competence (Byram, 1997; 
Deardorff, 2004a). In this sense, they can both be seen as intrapersonal attributes, 
however the data indicated that these elements are also interconnected with the 
epistemological and interpersonal dimensions of self-authorship. As can be seen in 
Table 6.3, four educators in this study: Heidi, an evaluativist; Vanessa, a subjectivist; and 
Maria and Yoo-Sun, who expressed a mix of evaluativist and subjectivist traits; all 
discussed their curiosity for new cultural knowledge. However, their approaches for 
discovering and evaluating cultural knowledge varied across the cases, which appeared 
to be connected to the epistemological dimension of self-authorship. The same four 
educators also expressed openness towards intercultural learning, which appeared to be 
related to their meaning making in interpersonal and epistemological dimensions of self-
authorship.  
Heidi’s philosophy to question everything was apparent throughout her case and 
clearly relates to the element of curiosity and discovery. Heidi expressed curiosity to 
increase her cultural knowledge and the evaluativist ability to discover and evaluate 
others’ (including experts’) perspectives based on their experience, research, or source 
of information. Her curiosity to construct her own understandings through questioning 
people and the justifications for their opinions further indicated Heidi’s evaluativist 
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personal epistemology. As previously mentioned, Yoo-Sun was found to hold a mix of 
evaluativist and subjectivist traits. Yoo-Sun’s repeated phrase “I’m still learning” became 
a key theme of her case and demonstrated her commitment to curiosity and openness 
towards intercultural learning. This curiosity appeared to lead Yoo-Sun to discover 
cultural information through research in books and online. Using her own cultural 
knowledge of Korea, she was able to question the reliability of this information, 
indicating an element of evaluativism. Yoo-Sun also discovered cultural knowledge 
through interactions with culturally diverse families, colleagues, and friends, although it 
remained unclear how this knowledge was integrated or evaluated. The curiosity to ask 
questions was related to Yoo-Sun’s openness to intercultural learning (Deardorff, 2006), 
which is the second main attitudinal finding. Yoo-Sun clearly discussed her open 
approach to questioning and communicating with culturally diverse parents illustrating 
her curiosity and openness to learn from culturally diverse others. Maria also 
demonstrated openness towards intercultural learning and curiosity to better understand 
parents’ cultural perspectives and worldviews. This openness and curiosity fits with her 
predominantly evaluativist personal epistemology, as she appears to respect and have 
the desire to understand the perspectives of others. Open communication with parents 
allowed Maria to discover and understand their perspectives, and identify any gaps in 
her own understanding. Acting on one’s curiosity requires an awareness of gaps in one’s 
own cultural knowledge (Houghton, 2014). This awareness could be related to a more 
evaluativist personal epistemology as a certain amount of critical reflection would be 
required to acknowledge and evaluate gaps in one’s current knowledge. 
Vanessa expressed predominantly subjectivist beliefs about knowing and 
knowledge, and she also conveyed curiosity for cultural knowledge and showed 
subjectivist respect for diverse opinions. Vanessa’s curiosity was focused on gaining a 
better understanding of cultural practices. Vanessa discussed how improving her 
understanding increased her respect for diverse perspectives, an epistemological 
strength, and decreased her bias and negative view of differences, which in turn 
increased her intercultural competence. When probed to further reflect on these 
changes in her understanding Vanessa focused on her increased tolerance, but did not 
discuss interactions with culturally diverse others, which may indicate less openness 
compared to the more evaluativist educators in this study. In contrast, there was no 
evidence of Bianca’s curiosity for or openness towards learning new cultural knowledge 
and she did not discuss the importance of gaining a deeper understanding of others’ 
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beliefs or cultural worldviews. Bianca expressed predominantly subjectivist beliefs, 
however the analysis indicated an element of objectivism where she, on occasion, 
appeared to view her own perspective as an absolute truth that was used for 
justification. This tendency towards objectivism, and viewing her own perspective as the 
truth, could relate to her lack of intercultural curiosity and openness to intercultural 
learning expressed in the interviews. 
The curiosity or inquisitiveness to learn more about another’s cultural background 
has been described as an essential factor in developing intercultural competence (J. M. 
Bennett, 2009; Mendenhall, 2001). This curiosity requires the core belief that others’ 
cultures are as important as one’s own and the ability to identify gaps in one’s own 
knowledge (Houghton, 2014). The belief that others’ perspectives are important and as 
valid as one’s own and the ability to evaluate and see gaps in one’s knowledge may be 
seen as evaluativist traits. Acting on this curiosity then demonstrates openness towards 
intercultural learning and a willingness to learn from culturally different others. The 
relationship between curiosity and openness towards learning from others can be seen 
to mirror the interconnected relationship between the epistemological and interpersonal 
dimensions of self-authorship. Although Heidi and Vanessa demonstrated curiosity for 
new cultural knowledge, they did not display the same level of openness towards 
intercultural learning as Yoo-Sun and Maria. Both of these educators demonstrated 
strong interpersonal skills as they detailed the ways they engage in open communication 
with culturally diverse parents to increase their understandings and cultural knowledge. 
This collaborative approach to building new knowledge is well aligned with their 
predominantly evaluativist personal epistemologies, where knowledge is constructed 
through diverse perspectives (Brownlee et al., 2010). There is a clear relationship here to 
the interpersonal dimension of self-authorship and the ability to take others’ 
perspectives into account to build respectful relationships with diverse others (Baxter 
Magolda, 2004b). In this sense openness to collaborative intercultural learning may be 
seen as both an interpersonal skill and an epistemological trait. Curiosity for cultural 
knowledge on the other hand appears to be more strongly connected to the 
epistemological dimension. According to Deardorff (2004a) these attitudinal 
components are foundational to the development of skills and knowledge required for 
intercultural competence. These findings illustrate how interculturally competent 
attitudes such as curiosity and openness are evidenced through the interpersonal and 
epistemological dimensions of self-authorship. Thus, the internal meaning making, as 
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part of a self-authored identity, may allow educators to build respectful relationships 
with culturally diverse families in early childhood contexts. 
6.3.2 Intercultural attitudes and practice 
This section now explores how intercultural attitudes of curiosity and openness 
that were discussed in the previous section may relate to the educators’ intercultural 
practice. Deardorff (2004a) hypothesised a process model (see Figure 2.2) where the 
internal attitudinal intercultural elements, such as respect and openness, may allow for a 
shift in one’s cognitive perspective to enhance knowledge, skills, and the external 
behaviour or outcome of intercultural competence. In the context of a kindergarten 
classroom the external behaviour is envisioned to include intercultural teaching practices 
that promote respect for cultural diversity. Although the intercultural attitudes of 
curiosity and openness could be seen as solely intrapersonal attributes, the data in Table 
6.1 indicated that these attitudes are also interconnected with the epistemological and 
interpersonal dimensions of self-authorship. This finding supports previous research 
that has suggested an interwoven relationship between the three dimensions of self-
authorship (Baxter Magolda, 2001; Torres & Hernandez, 2007). The data in Table 6.1 
suggested that the model hypothesised by Deardorff may be useful, as Heidi, Maria, 
Yoo-Sun, and Vanessa all expressed intercultural attitudes of respect, curiosity, and 
openness, which may have been related to their numerous intercultural elements 
overviewed in Table 6.1.  Conversely Bianca’s lack of curiosity and openness may have 
limited her ability to develop further intercultural components, illustrated by the 
negative numbers listed in Table 6.1. The intercultural experts in Deardorff’s (2004a) 
study all agreed that one intercultural component (e.g., attitudinal components such as 
openness and curiosity) does not equate to intercultural competence and that it is 
important to determine the degree of intercultural competence by using a combination 
of assessment methods. 
While a list of elements presented in Table 6.1 does provide some evidence about 
the degree of the educators’ intercultural competence, it does not explain how these 
elements shape classroom practice. The experts in Deardorff’s (2004a) study concurred 
that an inventory alone is not sufficient to assess intercultural competence and 
recommended that intercultural competence should be assessed over time using a 
variety of methods. More recently, Deardorff (2015) has also emphasised the need for a 
tailored approach to assess the behavioural aspects of intercultural competence within a 
more holistic lifelong learning framework. As such this study utilised case study 
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methodology to explore the potential relationship between educators’ intercultural 
attitudes and discussions during interviews, and observed classroom practices and 
behaviours. The collection of data through several methods allowed for methodological 
triangulation, which according to Stake (1995) can increase rigour of data analysis and 
quality of the results. As previously discussed, the observational data related to explicit 
intercultural teaching practices was limited. In almost 150 hours of observations there 
was not a single instance where an educator proactively engaged the children in any type 
of explicit learning experience or discussion about cultural diversity. Although there 
were no observations of explicit intercultural teaching or discussions during the data 
collection period, Heidi and Yoo-Sun spoke about how they had previously invited 
families to share their cultures with the children. For example, Heidi sent letters home 
about her multicultural wall and discussed how a parent had spoken to the children 
about significance of Pounamu or greenstone in the Maori culture. In the case of Yoo-
Sun, she discussed how one of mothers was very happy to share her reasons for wearing 
a hijab and her knowledge of the Muslim culture with the kindergarten children. 
Although these practices were not observed in this current study, Heidi and Yoo-Sun’s 
discussion of their previous practice indicate their intercultural views about the 
importance of cultural diversity and view of families as funds of culture specific 
knowledge. These intercultural beliefs were discussed in Chapter 5 with links made to 
the elements of evaluativism that these two educators demonstrated. It could be 
suggested here that Heidi and Yoo-Sun’s beliefs do in some way relate to their practice, 
although as previously mentioned this was simply not observed during the data 
collection period. However, there was some observational evidence to suggest that some 
of the educators were possibly avoiding such practice, including for example avoiding 
discussions with children about cultural diversity. In the case of Vanessa, she 
purposefully let the children choose a non-fiction storybook, rather than read the new 
multicultural books the director had purchased for the kindergarten classroom. While 
the observation was not unpacked from Vanessa’s perspective, it seemed that although 
she discussed the use of multicultural books in the interviews, in practice, on this 
occasion, she chose to not use them. Although Vanessa’s reason for not using the books 
remains unclear, there appears to be a mismatch between Vanessa’s discussion of 
intercultural practice and the observations of her practice. A possible reason for this 
may be that Vanessa lacked confidence and certainty about diversity pedagogies (e.g. 
reading multicultural books). An exploratory study by MacNaughton and Hughes (2007) 
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found that many of the early childhood educators they surveyed similarly lacked 
confidence and certainty about diversity pedagogies. Chapter 5 suggested that Vanessa 
had not yet developed a self-authored identity which may relate to her lack of certainty 
about her interpersonal practices and diversity pedagogies. More generally, the small 
number of observations, of intercultural practices, in this study may indicate that while 
the some of the educators in this study could openly discuss their perspectives about 
intercultural competence in the interviews, in their classroom practice with young 
children this seems to be something that was not addressed. In this sense it seems that 
while self-authorship may relate to educators’ discussions of intercultural competence, 
and intercultural beliefs, the relationship between self-authorship and interculturally 
competent classroom practices was less clear.  
Few studies have explored how intercultural beliefs and attitudes relate to 
educators’ intercultural practice. This thesis begins to contribute to this gap in the 
literature through a qualitative case study approach that includes the collection of data 
through multiple methods. The mismatch between educators’ intercultural beliefs and 
observed practices raises valuable questions about why they did not consistently put 
their intercultural attitudes and beliefs into practice. Fives and Buehl (2012) have 
discussed possible explanations for the mismatch or incongruence between teachers’ 
beliefs and practice. In an exhaustive review of the literature on teachers’ beliefs Fives 
and Buehl (2012) suggested several reasons for the often reported incongruence 
between teachers’ beliefs and practice. First, they detailed how the function of beliefs, as 
filters, frames or guides, may influence teachers’ enactment of particular beliefs. As a 
filter, beliefs can influence how teachers interpret information or experiences. Personal 
epistemologies, and self-authorship, are considered to be examples of beliefs which act 
as filters because such beliefs can influence how teachers integrate or filter out new 
knowledge and beliefs (Fives & Buehl, 2012). In this current study, educators’ self-
authorship, or lack thereof, acted as a filter which influenced their intercultural attitudes 
and beliefs. Beliefs can also frame the way that teachers conceptualise problems or tasks 
and then certain beliefs can guide teachers’ action. Fives and Buehl (2012) argued that 
beliefs that function as a filter or frame may be less likely to influence practice than 
beliefs that act as a guide. This argument was evident in this thesis, as although self-
authorship appeared to influence/filter educators’ interculturally competent beliefs and 
attitudes, there did not seem to be a clear relationship between self-authorship and 
observed intercultural practice.  
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Another reason given by Fives and Buehl (2012) for the often reported 
incongruence between beliefs and practice related to methodological issues, including 
the degree of specificity used to assess beliefs and practice. For example, the 
observation template used in this thesis may not have provided enough specificity to 
adequately capture educators’ less explicit intercultural practices. An example of a more 
implicit intercultural practice could include educators’ one on one interactions with 
children and families. Further, Fives and Buehl (2012) detailed the role of internal and 
external supports and challenges to belief implementation, stating that teachers’ 
knowledge was an important internal aspect in the enactment of beliefs into practice. A 
lack of knowledge about diversity pedagogies may have been the simplest reason for the 
limited number of observations in this thesis. Although some of educators expressed 
interculturally competent beliefs, including understanding of others’ worldviews, 
openness, curiosity, and respect, they may have not had the knowledge to translate these 
beliefs into practice and pedagogy with young children. 
In order to further explore the educators’ knowledge about intercultural practices, 
they were all asked to discuss how they believe children learned about cultural diversity. 
According to Berthelsen and Brownlee (2005) educators’ beliefs about children’s 
learning can form part of a personal theory which then influences how knowledge is 
constructed in a specific domain (i.e., teaching and learning about cultural diversity). The 
five educators all had slightly different perspectives on how children learn about cultural 
diversity. Heidi discussed a combination of exposure, modelling tolerant behaviours, 
and tokenistic experiences (i.e., cooking and special ceremonies); Maria believed families 
played a central role in this learning, however she also discussed the role of food 
indicating an element of tokenism; Yoo-Sun also focused on tokenism in response to 
this question (i.e., traditional costumes and food); Vanessa appeared to believe that this 
learning needed to come from children’s own interests and discussed how she would 
include multicultural resources including books and visits from community members to 
stimulate this interest; and Bianca stated that children’s learning occurred through 
exposure to difference and took a tokenistic/colour blind approach. The responses to 
the question were somewhat surprising and suggested the educators’ reliance on 
tokenistic approaches to cultural diversity and reactive rather than proactive intercultural 
practices. This finding is in congruence with the lack of observational data related to 
educators’ proactive intercultural practice and supports the notion that the educators’ 
lack of knowledge about diversity pedagogies may have hindered their intercultural 
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practice. This relates to Fives and Buehl’s (2012) discussion about the role of internal 
factors in belief implementation. Previous research has suggested that early childhood 
teachers often lack confidence and certainty, or knowledge, about diversity pedagogies 
and address issues of cultural diversity reactively, as they occur, rather than proactively 
(MacNaughton & Hughes, 2007). The limited observations and responses from 
educators in this current study could potentially signal their lack of knowledge and 
confidence around diversity pedagogies, which could impede enactment of beliefs. This 
may also relate to the finding in Section 6.3.2 that detailed the absence of educators’ 
reflections about theoretical ideas and the limited evidence regarding educators’ 
evaluation of competing perspectives. This lack of evaluativism is significant, as it may 
be what is needed to allow educators to critically examine their own intercultural 
practice to identify gaps and plan for future action. 
The intercultural attitudes expressed by the educators can be seen as the foundation for 
the development of intercultural knowledge and skills (Deardorff, 2004a; Okayama et 
al., 2001), however there is a need for these attitudes to become action oriented. This 
action orientation was missing from both the observational data collected in the study 
and the educators’ responses to how they believe children learn about cultural diversity. 
This action orientation relates to Level 4, critical reflection, of Table 6.2, where 
educators evaluate various perspectives to engage in informed decision-making and 
action. A focus on action would involve educators proactively addressing issues related 
to diversity and culture, in an attempt to overcome issues related to inequity and social 
justice. An example of an action oriented approach is the anti-bias approach to early 
childhood education (Dau, 2001; Derman-Sparks, 1989). Teachers who adopt an anti-
bias approach actively work with children to achieve four goals: respect for diversity, a 
positive self-identity, the ability to critically evaluate information, and the confidence to 
reduce discrimination and inequities. Although these goals are intended for children, it 
could also be argued that educators need to achieve these goals on a personal level. The 
first two goals relate to Deardorff’s intercultural elements of respect and cultural 
awareness, and would fit within the intrapersonal dimension of self-authorship. The 
third goal, the ability to critically evaluate information relates to Deardorff’s element of 
skills to analyse, interpret and relate, and also clearly fits within the epistemological 
dimension of self-authorship. The fourth goal is the most action oriented as teachers 
confidently engage in proactive teaching practices to reduce discrimination and 
inequities. A focus on developing educators’ self-authorship, particularly the 
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epistemological ability to take an evaluativist stance and engage in critical reflection in 
conversations about cultural knowledge and misconceptions, may give teachers the 
confidence and critical thinking skills needed to work towards the fourth goal and 
actively reduce discrimination through a proactive anti-bias approach.  
6.3.3 Section summary  
This section has discussed the potential relationship between educators’ 
intercultural attitudes and classroom practice. Section 6.3.1 focused on the intercultural 
attitudes of curiosity and discovery, and openness towards intercultural learning. Deardorff (2004a) 
stated that these attitudinal components are foundational to the development of skills 
and knowledge required for intercultural competence. The cross-case analysis suggested 
that these two intercultural attitudes might be related to educators’ internal meaning 
making in the epistemological and interpersonal dimensions. As the interpersonal skills 
to collaborate with diverse parents and show curiosity for discovering cultural 
knowledge, is associated with an evaluativist personal epistemology, where knowledge is 
constructed through diverse perspectives (Brownlee et al., 2010). Through the 
integration of self-authorship and Deardorff’s elements of intercultural competence this 
research has allowed for an exploration of how the interplay of the epistemological, 
interpersonal, and intrapersonal dimensions relate to the intercultural attitudes of 
curiosity and openness. These attitudes have been described as foundational to the 
development intercultural competence (Deardorff, 2004; Okayama et al., 2001) and as 
such section 6.3.2 then explored the potential relationship between educators’ curiosity 
and openness and their intercultural practice. There did not appear to be a clear 
relationship between the educators’ discussion of intercultural attitudes and their 
practice. Regardless of the educators’ intercultural attitudes or self-authorship, the 
observations of their practice were quite limited and the interview responses that related 
to practice tended to be rather tokenistic. A possible explanation of this finding was that 
the educators might lack knowledge and confidence around diversity pedagogies, which 
could also relate to the lack of critical reflection about theoretical ideas discussed in 
Section 6.2.2. A key outcome of this research is the suggestion that a focus on 
developing educators’ self-authorship, particularly the ability to take an evaluativist 
stance and engage in critical reflection could allow educators’ to evaluate their own 
intercultural practice and become action oriented. This finding has significant 
implications for the development of professional learning programs for practicing and 
pre-service early childhood educators; the following chapter provides further discussion 
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of such programs. Through multiple case study research design this study has also 
contributed further understandings about the apparent mismatch between educators’ 
intercultural beliefs and their practice in the classroom. The next section explores the 
contextual influences at the community and service levels. 
6.4 INTERCULTURAL COMPETENCE AND THE CONTEXT 
Through the lens of self-authorship this section explores the third research 
question of how do kindergarten contexts relate to early childhood educators’ 
intercultural competence? The potential interactions between the cases and contextual 
influences are explored in this section. According to Stake (1995, p. 16) a key outcome 
of qualitative case study is to appreciate the unique “embeddedness and interaction” 
that each case has with its contexts. Contexts play an important role in the development 
of both intercultural competence (Deardorff, 2009b) and self-authorship (Pizzolato, 
Nguyen, Johnston, & Wang, 2012). The contexts that will be discussed in this section 
include the community contexts (i.e., the cultural demographics of the area in which the 
early childhood service is located), and the service contexts (i.e., the directors’ beliefs 
about cultural diversity and leadership, and service policies and philosophies related to 
cultural diversity).  
6.4.1 Community contexts 
Although exposure to cultural diversity does not necessarily promote the 
development of intercultural competence (Liu, 2014), the community contexts are 
important as intercultural interactions and encounters, which would be expected in 
kindergartens with high levels of cultural diversity, may provide opportunities for 
individuals to reflect on their intercultural competence (Holmes & O’Neill, 2012). Table 
6.4 overviews the educators’ self-authorship, from external to internal meaning making, 
and the location and cultural diversity of the suburbs or towns in which the five early 
childhood services are located. The locations are defined as: inner-city within 10km of 
CBD, suburban over 10km from CBD. Rural locations are over 10km from rural 
centres (population<100,000). The cultural demographics are measured by three 
statistics: the percentage of the population born overseas, the percentage of the 
population that speak a language other than English (LOTE) at home, and the 
percentage of Aboriginal and Torres Strait Islander people. The top four countries of 
birth other than Australia are also listed to provide further details about the cultural 
diversity. All statistics are from the 2011 Australia Census data (ABS, 2013). In order to 
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make sense of the cultural demographics the Australian statistics have been included in 
the final row of the table. 
Table 6.4 
Location and cultural demographics of cases 
Case 
Self-
Authorship 
EC service Location 
Cultural 
demographics of the 
suburb/town 
Heidi 
Internal meaning 
making 
Wattle Road Early 
Learning Centre 
Rural town 
Born overseas 13.6% 
LOTE at home 8.7% 
Indigenous/TSI 6.2% 
Maria  
Riverwood 
Kindergarten 
Suburban 
Born overseas 32.3% 
LOTE at home 38.4% 
Indigenous/TSI 5.8% 
Yoo-Sun  
Springtown 
Kindergarten 
Suburban 
Born overseas 55.5% 
LOTE at home 51.4% 
Indigenous/TSI 0.5% 
Vanessa  Seaside Child Care Rural town 
Born overseas 17.1% 
LOTE at home 6.8% 
Indigenous/TSI 4.1% 
Bianca 
External 
meaning making 
Red Gum Early 
Education Centre 
Inner-city 
suburb 
Born overseas 19.4% 
LOTE at home 10.6% 
Indigenous/TSI 1.9% 
Australian Statistics 
Born overseas 24.6% 
LOTE at home 23.2% 
Indigenous/TSI 2.5% 
 
Using the Australian statistics as a guide the cultural demographics of each suburb 
or town have been categorised with two colours: green to indicate a higher percentage 
than the Australian average, and red to indicate a lower percentage. This categorisation 
allows for comparison and discussion of the cultural demographics of the services. The 
cases are now discussed in order from Maria in the location with the highest cultural 
diversity, indicated by three green statistics; to Bianca in the location with the lowest 
cultural diversity, with three red statistics.  
The high level of cultural diversity in the suburb in which Riverwood 
Kindergarten is located may have related to Maria’s discussions in the interviews, as she 
reflected on how the children’s diverse family backgrounds shape their understanding of 
cultural diversity and her own interactions with parents. The interview data revealed 
Maria’s intercultural competence across the three dimensions of self-authorship, and 
there was a strong focus on her interpersonal skills as she discussed the importance of 
being respectful, mindful and open to families’ cultural knowledge. The high level of 
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cultural diversity at Riverwood and Maria’s eleven years of experience may have 
supported the development of her open and respectful attitudes that fostered positive 
relationships with children and their families. Her belief about the importance of 
collaboration with culturally diverse families is related to both her self-authorship and 
intercultural competence. The National Quality Standard states that effective 
relationships with diverse families underpins quality early childhood education and care 
(ACEQA, 2011b).  
Similarly, the high level of cultural diversity at Springtown Kindergarten may have 
provided Yoo-Sun with ample opportunity to develop her intercultural competence, as 
evidenced in Table 6.1. Springtown Kindergarten is located in a suburb where over half 
of the population (55.5%) were born overseas and 51.4% spoke a language other than 
English at home, which is significantly higher than the Australian average. However, the 
Indigenous and Torres Strait Islander population was very low in this suburb. Yoo-Sun 
herself was born overseas, and spoke Korean at home and in the community. Her 
process of self-authorship appeared to involve internal meaning making structures in the 
interpersonal and intrapersonal dimensions. However, Yoo-Sun’s lack of critical 
evaluation suggested that she had not quite developed a self-authored identity. It is not 
possible to discern if working at Springtown prompted Yoo-Sun’s intercultural 
competence or whether she had these attitudes and skills prior to commencing work 
there four years prior to the interviews. In the interviews, Yoo-Sun discussed a cultural 
misunderstanding she had with a child’s mother, who was Muslim, about food that was 
being served at an event at the kindergarten. Yoo-Sun reflected on how this experience 
had increased her awareness and sensitivity towards the cultural perspectives and needs 
of others. In this instance it appeared that Yoo-Sun’s reflection and interpersonal ability 
to respectfully respond to the misunderstanding was more important than the high level 
of cultural diversity at Springtown Kindergarten. In turn this highlights how internal 
meaning making, including reflective problem solving, can strengthen relationships and 
transform cultural misunderstandings into opportunities for new learning (Giesbrecht 
(2001).  
Both Heidi and Vanessa worked in small rural towns located in Central 
Queensland. The cultural demographics at Wattle Road Early Learning Centre and 
Seaside Child Care were quite similar, with lower percentages of people born overseas 
and languages other than English spoken at home, and higher percentages of 
Indigenous and Torres Strait Islanders than the national average. Despite this Heidi and 
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Vanessa demonstrated contrasting degrees of intercultural competence and perhaps 
more importantly self-authorship in the interviews. As can be seen in Table 6.4 Heidi 
was the most self-authored educator in this study, while Vanessa appeared to rely on 
predominantly external meaning making structures. Heidi saw the children in her class 
as much more diverse and celebrated this diversity through the multicultural wall. In 
contrast Vanessa described the children in her class as “predominantly Australian” 
(Vanessa, Interview 1); Vanessa similarly attached this broad Australian classification to 
her own cultural background and repeatedly struggled to discuss her own cultural 
identity. Although Heidi was also born in Australia she had a deeper awareness and 
understanding of her own cultural identity and European ancestry. This intrapersonal 
finding around cultural identity supports previous research by K. J. Miller and Fuller’s 
(2006), who suggested that understanding of one’s own identity can act as the 
foundation for the appreciation of children’s unique cultural identities (K. J. Miller & 
Fuller, 2006). However, through the theory of self-authorship this current research has 
contributed further understandings about how educators’ understanding of their own 
cultural identities (intrapersonal dimension) may relate to their beliefs about knowledge 
and interactions with diverse others, as previously discussed in Section 6.2.1. 
Red Gum Early Education Centre was the only inner-city early childhood 
service in this study and from Table 6.4 it can be seen that the three cultural diversity 
statistics are all lower than the Australian average. As has been discussed in previous 
sections Bianca’s intercultural competence was quite limited and her beliefs on occasion 
appeared quite ethnocentric. In terms of her self-authorship she appeared to rely on 
external meaning making structures. When asked about the children’s cultural 
backgrounds Bianca admitted that it was something she had not “really looked into” 
(Bianca, Interview 2). This statement in itself is quite revealing however when 
interpreted in light of the available data, it seems that Bianca is not overly concerned 
with increasing her understanding of the children’s backgrounds or developing her 
intercultural competence. 
When looking for themes in this section it could be suggested that Yoo-Sun and 
Maria’s intercultural competence relates to the high level of cultural diversity at 
Springtown and Riverwood, while Bianca’s limited intercultural competence may relate 
to the lower level of cultural diversity at Red Gum. However, this interpretation is 
overly simplistic and does not account for the educators’ personal beliefs or reflective 
abilities to make meaning of their experiences with cultural diversity. Further, previous 
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research has indicated that exposure to cultural diversity does not necessarily lead to 
respect for diversity or intercultural competence (Liu, 2014). Many scholars have also 
highlighted the need for all educators to teach children to be culturally respectful and to 
recognise and resist racism, regardless of the cultural diversity of the area in which they 
teach (Derman-Sparks & Ramsey, 2005). The similarities in the cultural demographics at 
Wattle Road ELC and Seaside Child Care, and the differences in the intercultural 
competence of Heidi and Vanessa, further supports the notion that the community 
context, specifically the cultural demographics of the kindergartens in this study do not 
seem to relate to early childhood educators’ intercultural competence. Although this 
research only reports on data from five educators’ there appears to be an interesting 
relationship between their internal meaning making or self-authorship, and intercultural 
competence. On the other hand, there does not appear to be clear relationship between 
the community context in which the educators teach and their intercultural competence. 
6.4.2 Service contexts 
The section continues to explore the potential interactions between the cases and 
contextual influences at the service level, through discussion of directors’ beliefs about 
cultural diversity and service policy and philosophy documents related to cultural 
diversity. The National Quality Framework states that a service philosophy should 
“[guide] all aspects of the service’s operations” (ACECQA, 2011b). Therefore, this 
section will explore the potential relationship between the service philosophies and the 
educators’ intercultural competence and self-authorship. The beliefs of the directors and 
other policies related to cultural diversity are also discussed in this section.  
The service philosophies were collected along with policy documents in each of 
the five kindergartens. In the two privately owned services, Wattle Road ELC and 
Seaside Child Care, the directors were identified as the authors of the documents. The 
educators at Riverwood Kindergarten created the philosophy collaboratively and Maria 
stated that families also provided feedback. The board of management created the 
documents collected from Springtown Kindergarten (Yoo-Sun). Similarly, the policy 
documents at Red Gum EEC (Bianca) were supplied by the EC management company 
that operated the service. The level of collaboration that Maria discussed at Riverwood 
Kindergarten might be important for her self-authorship development, as it could allow 
for her to take others’ perspectives into account to create a document that reflects an 
internally and mutually defined philosophy. In contrast, having policy documents 
supplied by an EC management company, as was the case for Bianca, may hinder self-
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authorship development, as practice could be informed by an external authority (Baxter 
Magolda, 2004b), rather than a more collaborative approach that would allow educators’ 
to share authority and expertise, strengthen the internal voice and development of a self-
authored identity (Baxter Magolda, 2009b). It could also be suggested that the 
collaborative approach to writing the philosophy at Riverwood Kindergarten allowed 
opportunities for Maria to hear diverse opinions and engage in conversations about 
cultural diversity, which could promote her self-authorship and intercultural 
competence. 
Vanessa was the only educator who discussed how she would use the philosophy 
and policy documents to guide her decision making. In response to the cultural scenario 
she stated that she would look at both the philosophy and policies, and also ask the 
director for her opinion. Elizabeth, the director and owner of Seaside Child Care, 
appeared interested in the study and specifically purchased a range of multicultural 
children’s books that she thought might increase the children’s interest in cultural 
diversity. Although Vanessa did not choose to read the books during the time I was 
observing her classroom, the addition of these books to her classroom resources may 
have influenced Vanessa’s intercultural practices at a later stage. Other data suggested 
that Vanessa had a rather dependent relationship with her director, as during one 
interview she was observed changing her opinion to fit with that of the director. This 
interpersonal finding along with her subjectivist personal epistemology and limited 
discussion of her cultural identity (intrapersonal) suggested that Vanessa used 
predominantly external meaning making structures had not developed a self-authored 
identity at Seaside Child Care.  
In contrast, Heidi and Yoo-Sun’s relationships with the respective 
owners/directors of the kindergarten, Bronwyn/Ellen and Carla, appeared much more 
open and interdependent. Heidi and Yoo-Sun did not discuss the service philosophy or 
policies in the interviews, making it difficult to ascertain if the policies or philosophies 
related to their intercultural competence. However, a recent cultural competence 
professional development day that was organised by Ellen, the director at Wattle Road 
ELC appeared to have guided Heidi’s discussion and practice. Although Heidi did not 
attend the professional development day, her knowledge of the training and the changes 
she made to the learning environment, suggested collaboration with staff that had 
attended. The role of professional development was also discussed by Carla, the director 
at Springtown Kindergarten. Previous research has shown that professional 
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development can have a significant effect on teachers’ intercultural competence 
(DeJaeghere & Cao, 2009). Carla and Ellen were the only directors who specifically 
discussed intercultural training or professional development during the interviews. It is 
interesting to note the Yoo-Sun and Heidi were two of the most interculturally 
competent educators in this study. This finding may be reflective of what Fives and 
Buehl (2012) describe as an external support to the enactment of beliefs. Here Heidi and 
Yoo-Sun appeared to have experienced external support from their directors which 
could relate to their intercultural practices. Although it is not possible to claim causality, 
it is interesting to note how the directors of these early childhood services may have 
created environments that supported collaboration and the development of the 
educators’ intercultural competence.  
As previously mentioned, collaboration also occurred at Riverwood Kindergarten, 
as educators worked together with families to reflect on and revise their philosophy each 
year. The philosophy statement acknowledged the importance of building respectful 
relationships and openness to intercultural learning (Deardorff, 2006). Maria’s emphasis 
on the importance of respectful relationships with culturally diverse parents 
demonstrates her enactment of the service philosophy. Research by Nzinga-Johnson, 
Baker, and Aupperlee (2009) found that culturally diverse families were more likely to be 
involved in their child’s kindergarten when they had  trusting and open  
relationships with  their  child’s educator.  Further, Maria’s collaboration with 
families to revise the kindergarten philosophy demonstrates family centre-practice. This 
collaboration moves beyond family involvement, as there is a shift in power as families 
can share their knowledge and work in partnership with the educators at Riverwood 
Kindergarten (Alasuutari, 2010). According to Baxter Magolda (2009b) collaboration 
that allows for shared authority, as was described by Maria, can promote the 
development of self-authorship.  
In the case of Bianca, this collaborative, family-cantered approach was not 
observed at Red Gum EEC. However, there seemed to be some alignment between the 
inclusion and cultural diversity policy, the director Sarah’s beliefs, and Bianca’s beliefs 
about cultural diversity.  The policy detailed a cross-cultural perspective through the 
provision of various multicultural resources (i.e., toys, puzzles etc.) indicating a 
tokenistic approach where respect for cultural diversity is presented through teaching 
and learning resources (MacNaughton & Hughes, 2007). Sarah and Bianca’s beliefs 
about cultural diversity were also categorised as somewhat tokenistic as they tended to 
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focus on multicultural resources and special occasions or cultural celebrations. When 
asked how she would find more information about intercultural competence, Sarah 
stated that didn’t “know if they have training on it”. This perspective is quite different 
to that of the directors Ellen and Carla, who spoke about intercultural training in some 
detail. 
There appears to be some level of interaction between the educators’ intercultural 
competence and the service level contexts. In the case of Maria her discussion of shared 
authority and the collaborative process of writing the philosophy with families related to 
her self-authorship and intercultural beliefs about the importance of including families’ 
diverse perspectives.  Similarly, Heidi and Yoo-Sun’s interdependent relationships with 
directors related to their internal interpersonal meaning making as they were not reliant 
on authority, and appeared confident and open to intercultural learning. In contrast 
Vanessa’s relationships appeared more dependent as she relied more heavily on the 
policy documents and the director’s beliefs. However, in terms of her intercultural 
competence Vanessa expressed respectful and inclusive beliefs that were similar to those 
conveyed by the director Elizabeth and the policy at Seaside Child Care. Finally, Bianca 
beliefs tended to align with the rather tokenistic focus that was found in the policy at 
Red Gum EEC and the interview with the director Sarah. The was also some indication, 
through the discussion of intercultural training, that the early childhood service directors 
had a role to play in creating an environment that may support or hinder the 
development of intercultural competence.  
This section has highlighted how the educators’ with more self-authored identities 
tended to have more interdependent relationships with their directors and in a sense 
seemed less reliant on the policy and philosophy documents. Although the policy and 
philosophy documents can be valuable resources for educators, there is a need for 
shared authority and understanding about what is included in such documents.  Maria 
was the only educator who viewed the service philosophy as a collaborative and 
dynamic document. The importance of creating a collaborative service philosophy is 
outlined in the National Quality Framework, with a specific focus on creating shared 
understandings between educators, children, families, and the community (ACECQA, 
2011a). A focus on self-authorship could allow both educators and directors to 
appreciate the need for collaborative policy and philosophy documents. Such 
documents would reflect a dynamic view of knowledge (epistemological), a collaborative 
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approach where authority is shared (interpersonal), and include the diverse views of 
many rather than an authoritarian view of one (intrapersonal).  
6.4.3 Section summary  
This section has discussed the potential relationship between kindergarten 
contexts and the early childhood educators’ intercultural competence. Section 6.4.1 
focused on the community level contexts and Section 6.4.2 focused on the service level 
contexts. The community context involved the cultural demographics of the area in 
which the early childhood service is located which was summarised in Table 6.4. These 
did not seem to relate to early childhood educators’ intercultural competence. Section 
6.4.2 analysed the service level contextual factors which included the potential 
interactions between the educators’ intercultural competence, the directors’ beliefs about 
cultural diversity, and the service policies and philosophies related to cultural diversity. 
Although it was not possible to draw direct relationships between the service level 
contextual influences and the educators’ intercultural competence, it is significant to 
note the similarities within each case and the differences between them. A significant 
outcome in this section was the suggestion of the role self-authorship could play in the 
development of collaborative policy and philosophy documents. 
6.5 CHAPTER SUMMARY 
This chapter has addressed the three research questions through cross-case 
analysis and discussion of the major findings.  Drawing on Stake’s (2006) constructivist 
approach to cross-case analysis, this chapter generated findings through the production 
of themes and patterns across the cases. The cross-case analysis involved the 
identification of individual case themes, which were then explored across cases to 
determine the degree of congruity or disparity between cases (Stake, 2006). Key cross-
case themes included: the role of the epistemological dimension, specifically critical 
reflection, in intercultural meaning making; the mismatch between educators’ discussion 
of their intercultural attitudes and the observations of their practice; and the interaction 
between the kindergarten contexts and educators’ intercultural competence. The 
discussion in this chapter allowed these thematic findings to be considered with regard 
to previous research in the field. The cross case findings provide a basis to theorise 
about a larger collection of cases, which have contexts of a similar nature (Simons, 
2009). The significance, contributions, and implications arising from these findings will 
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be discussed in the following and final chapter of this thesis. Chapter 7 will also discuss 
the limitations of this research, and highlight directions for further research. 
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Chapter 7: Conclusions 
7.1 INTRODUCTION 
As Australia’s population continues to become more culturally diverse (ABS, 2015), an 
increasing number of children from culturally diverse backgrounds are accessing early 
childhood services. Interculturally competent early childhood educators play an 
important role in fostering young children’s respect for cultural diversity during this 
critical period of childhood development (Karuppiah & Berthelsen, 2011; Portera, 
2014). Given the importance of intercultural competence, this multiple case study 
investigated how early childhood educators make meaning of their experiences with 
cultural diversity and how this may relate to their intercultural competence. The research 
questions that guided this study were: 
1. How do early childhood educators make meaning of personal experiences 
with cultural diversity and how does this relate to their intercultural 
competence? 
2. How do early childhood educators’ intercultural attitudes relate to their 
practice?   
3. How do kindergarten contexts relate to early childhood educators’ 
development of intercultural competence?  
The integration of Baxter Magolda’s theory of self-authorship and Deardorff’s 
intercultural elements offered a new conceptual framework to explore the above 
research questions through a social constructivist perspective. The inclusion of 
Deardorff’s elements provided tangible indicators of intercultural competence, while the 
self-authorship theory provided a holistic way to explore intercultural meaning making 
in social contexts. The dimensions of self-authorship allowed for holistic and detailed 
understanding of the interplay between educators’ personal epistemologies, intercultural 
interactions, and cultural identities; rather than focusing solely on one dimension (e.g., 
cultural identity). Chapter 2 detailed the significant gap concerning early childhood 
educators’ intercultural competence. Many of the studies of early childhood educators 
who work in culturally diverse settings focused on one dimension, for example the 
development of racial identity in the intrapersonal dimension (H. Han et al., 2011). This 
thesis, through the theoretical framework of self-authorship, has contributed significant 
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and timely new understandings about the holistic nature of early childhood educators’ 
intercultural competence, through exploration of the interplay of the epistemological, 
interpersonal, and intrapersonal dimensions. The need for these new understandings 
was recently emphasised by Deardorff (2015, p.4) who called for research that employs 
“a more tailored assessment approach that takes into account individuals’ different 
pathways for acquiring intercultural competence”, while also considering “different 
personal development levels within a more holistic framework of lifelong learning”.  
This final chapter first summarises the findings, then details the contributions to 
knowledge that this research has made. The significant new insights include: theoretical 
insights that have emerged from the findings, methodological contributions, and 
implications for practice and policy. Finally, this chapter details the limitations of this 
study, and directions for future research, followed by a brief conclusion. 
7.2 SUMMARY OF FINDINGS 
This section provides a summary of the findings identified through the cross-case 
discussion in Chapter 6. The findings are discussed and organised by the three research 
questions. 
7.2.1 Question 1: How do early childhood educators make meaning of personal 
experiences with cultural diversity and how does this relate to their 
intercultural competence? 
The findings discussed in Chapter 6 suggested that the epistemological dimension, 
specifically critical reflection, played a central role in the educators’ intercultural meaning 
making, through deep understanding and appreciation of others’ cultural worldviews 
(Deardorff, 2004a). The importance of critical reflection in early childhood education is 
well documented, however the connection between critical reflection and intercultural 
meaning making has to date not been explored with early childhood educators.  King 
(2010) has previously pointed out that the epistemological dimension may be more 
active in the development of self-authorship as meaning making is closely associated 
with thinking processes. In this study, evaluativism appeared to be related to a shift 
beyond a subjectivist respect for others’ worldviews, to a deeper desire to learn about 
the basis of others’ worldviews and an appreciation of how one’s worldview can act as a 
lens through which experiences are interpreted. Critical reflection also appeared to be 
related to the development of educators’ cultural identity in the intrapersonal dimension, 
and there was some discussion of how reflection informed interpersonal interactions 
and teaching practices. Taken together, these finding suggest that critical reflection may 
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be related to intercultural meaning making and potentially the development of 
intercultural competence. Through the lens of self-authorship this finding contributes 
significant new understandings about how critical reflection may relate to early 
childhood educators’ intercultural competence. The significance of this will be discussed 
in further Section 7.3.1. 
7.2.2 Question 2: How do early childhood educators’ intercultural attitudes 
relate to their practice?   
The cross-case discussion suggested that two intercultural attitudes, curiosity and 
discovery, and openness towards intercultural learning (Deardorff, 2004a), related to 
educators’ development of self-authorship in the epistemological and interpersonal 
dimensions. While self-authorship appeared to relate to educators’ discussions of 
intercultural competence, and intercultural attitudes/beliefs, the relationship between 
self-authorship and interculturally competent classroom practice was less clear. The 
discussion in Section 6.3.2 drew on the work of Fives and Buehl (2012) to discuss three 
possible explanations for this often reported incongruence. First, self-authorship can be 
described as a belief structure that filters the interpretation of knowledge and 
experiences. Beliefs that serve as filters tend to influence other beliefs (e.g., intercultural 
beliefs) however they are less likely to influence practice (Fives & Buehl, 2012). Second, 
methodological issues were outlined, including the specificity of the observation 
template. Third, a lack of knowledge (Fives & Buehl, 2012) about diversity pedagogies 
may have been the simplest reason for the mismatch between beliefs/attitudes and 
practice. Although some of educators expressed interculturally competent beliefs, they 
may have not had the knowledge to translate these beliefs into practice. Therefore, a 
focus on developing educators’ self-authorship may not be enough, as educators’ also 
need to critically and explicitly reflect on their self-authorship, and intercultural 
knowledge and practices, to identify gaps in their practice and knowledge base. Critical 
reflection on the mismatch between attitudes and practice could then allow educators to 
become action oriented in their intercultural practice. The implications of this finding 
are discussed, with a focus on the potential role of calibration training, in Section 7.4.1: 
Implication for practice. 
7.2.3 Question 3: How do kindergarten contexts relate to early childhood 
educators’ intercultural competence?  
The cross-case analysis in Chapter 6 allowed for comparison across the cases to 
explore the potential role of the kindergarten contexts. There seemed to be some 
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interaction between the educators’ intercultural competence and the kindergarten 
contexts, which included the directors’ beliefs about cultural diversity, and the service 
policies and philosophies related to cultural diversity. While there appeared to be some 
alignment between educators’ and directors’ beliefs about cultural diversity, further 
research is needed to explore this relationship and the role directors could play in 
creating environments that support educators’ development of intercultural competence 
and enactment of intercultural practice. A significant outcome in this section was the 
suggestion of the role self-authorship could play in the development of collaborative 
policy and philosophy documents. Such collaborative documents would allow for 
authority to be shared with culturally diverse families. Further, the interviews with 
directors highlighted the potential role of intercultural professional development which 
will be discussed further in Section 7.4.1. The community context, which involved the 
cultural demographics of the area in which the early childhood service was located, did 
not seem to relate to early childhood educators’ development of intercultural 
competence. This finding was in congruence with previous research that found that 
exposure to cultural diversity does not promote the development of intercultural 
competence (Liu, 2014).  
7.3 THEORETICAL & METHODOLOGICAL CONTRIBUTIONS 
This multiple case study has generated significant new understandings and thick 
descriptions of the complex phenomena of intercultural competence in the natural 
setting of kindergarten classrooms (Stake, 2005). These new understandings make 
significant theoretical and methodological contributions to research in the fields of early 
childhood education and intercultural competence. Key contributions include: the 
integration of the theory of self-authorship with the elements of intercultural 
competence, and the use of qualitative multiple case study to explore intercultural 
competence through the lens of self-authorship. These new insights will now be 
discussed to illustrate the contributions that this research makes to the field. 
7.3.1 Integration of the theory of self-authorship with the elements intercultural 
competence  
The most valuable contribution of this study was the integration of the theory of 
self-authorship with Deardorff’s (2004a) elements of intercultural competence. This 
integration created a new conceptual and analytical framework that allowed for detailed 
understandings of how early childhood educators make meaning of experiences with 
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cultural diversity and how this relates to their intercultural competence. The value of the 
integrated conceptual framework was twofold, first it provided a new way of theorising 
meaning making in intercultural contexts through a social constructivist lens and 
additionally it acted as an analytical framework to analyse the educators’ interview and 
observational data.   
The conceptual framework presented in this thesis (Section 3.4) combined the 
holistic model of self-authorship with Deardorff’s specific indicators of what it means to 
be interculturally competent in ECEC. This framework contributed new understandings 
about how early childhood educators make meaning of intercultural experiences in 
culturally diverse social contexts and how this relates to their intercultural competence. 
The theory of self-authorship allowed for a holistic view of meaning making, which 
does not separate cognition (personal epistemology) from the self (intrapersonal) or 
social (interpersonal) contexts. While the significance of intercultural competence in 
educational contexts is well documented, the majority of research has focused on higher 
education, primary or secondary school settings. As was discussed in Chapter 2, a robust 
review of the early childhood literature failed to identify any research that specifically 
sought to understand early childhood educators’ intercultural competence. There were 
also no studies in the early childhood field that investigated how self-authorship theory 
can be utilised to explore intercultural meaning making. The importance of children’s 
early learning about diversity, and the limited intercultural competence research in the 
early childhood field highlighted the need to address this considerable gap in the 
literature. The conceptual framework presented in this thesis therefore makes a timely 
and significant contribution and addresses this gap by offering a new perspective about 
how early childhood educators’ intercultural meaning making relates to their 
intercultural practice and intercultural competence.  
The study has highlighted how evaluativistic personal epistemologies, which 
include critical reflection, are important in a self-authored identity, which in turn appears 
to relate to educators’ intercultural competence. This finding sheds light on how early 
childhood educators can have a positive impact on the learning and development of 
children from culturally diverse backgrounds. Through the cross-case analysis and 
discussion in Chapter 6 it was suggested that the epistemological dimension, specifically 
critical reflection, played a crucial role in the educators’ intercultural meaning making, 
through the deep understanding and appreciation of others’ cultural worldviews 
(Deardorff, 2004a). In particular, the findings revealed that the educators with 
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evaluativist understandings about the nature of knowing and knowledge engaged in 
more critical reflection about their own and others’ worldviews and cultural identities. 
Critical reflection appeared to deepen educators’ understandings about how one’s 
worldview can act as a dynamic lens through which experiences are interpreted.  
In a recent and comprehensive review of the intercultural competence literature 
Portera (2014) detailed the importance of shifting paradigms from viewing culture and 
identity as rigid structures, to viewing them as evolving and dynamic. Although it is not 
explicitly mentioned in Portera’s (2014) review, it is clear that this shift requires an 
evaluativist understanding about the tentative nature of knowledge (Hofer, 2004). The 
holistic framework presented in this thesis, provides a means to further explore this 
paradigm shift and offers new understandings about the role of the epistemological 
dimension of self-authorship, specifically how evaluativist understandings and critical 
reflection may be related to intercultural competence. Previous research has suggested a 
relationship between early childhood educators’ evaluativist beliefs and constructivist 
teaching practices (Brownlee, Edwards, Berthelsen, & Boulton-Lewis, 2011). This thesis, 
amongst other things, suggests that an evaluativist personal epistemology, as part of a 
self-authored identity, is related to interculturally appropriate constructivist teaching 
practices. While the small sample size does not allow for the generalisability of these 
findings to other educators, it does offer a new contribution to the field of personal 
epistemology research, through new understandings about how an evaluativist personal 
epistemology, as a foundational dimension of a self-authored identity, appears to relate 
to educators’ intercultural competence. These emerging understandings about this 
interconnected relationship point to the need for further research in this important field. 
Furthermore, a holistic focus on self-authorship rather than solely the epistemological 
dimension, allowed for educators’ core beliefs about knowing and knowledge to be 
considered holistically with their identity (intrapersonal) and social interactions 
(interpersonal) within culturally diverse contexts. This holistic focus is grounded in 
social constructivism; as intercultural competence is envisioned to involve a 
transformative shift in the way that individuals socially construct knowledge, 
relationships, and their identity, rather than solely the acquisition of new cultural 
knowledge or skills. Although this study has focused on early childhood educators, the 
integrated intercultural competence framework has the potential to be applied to other 
educational and research contexts; contributing a new social constructivist framework 
for both theorising and analysing intercultural competence. 
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As previously mentioned, a significant contribution of this study has been the 
application of the theory of self-authorship and Deardorff’s elements as a new analytical 
framework for exploring early childhood educators’ intercultural competence in early 
childhood settings. While there is only limited research in this field, previous studies 
have tended to analyse early childhood educators’ intercultural competence from one 
dimension, for example through Helms’ (1990) White racial identity model 
(intrapersonal dimension) as in H. Han and colleagues (2011) study. The integrated 
theoretical framework presented in this thesis allowed for a more holistic perspective on 
intercultural competence in that it allowed me to analyse the interconnected relationship 
between intercultural meaning making in the epistemological, interpersonal, and 
intrapersonal dimensions in the context of kindergarten classrooms. The use of self-
authorship theory to structure and analyse the interviews was particularly important as it 
allowed for understanding of the educators’ intercultural meaning making, rather than 
their content knowledge about intercultural competence.  Previous research has 
established that it is possible to assess intercultural competence; however Deardorff 
(2015) has recently claimed that there is a need for more holistic assessment, which she 
stated could be achieved through the use of multiple tools. The thesis contributed 
substantial new understandings about holistic assessment practices through the use of 
the integrated analytical framework and the collection of multiple sources of data 
through a multiple case study research design. The integrated framework allowed for 
detailed analysis from two perspectives. First, self-authorship theory provided a holistic 
perspective of intercultural competence and second Deardorff’s (2004a) elements 
provided tangible indicators of what intercultural competence might look like in 
practice. The use of multiple case study research design will now be discussed as a 
methodological contribution  
7.3.2 Using qualitative multiple case study to explore intercultural competence 
through the lens of self-authorship 
A notable methodological contribution resulting from this thesis is the use of 
Stake’s (1995, 2006) constructivist multiple case study research design to explore 
intercultural competence through the lens of self-authorship. In a recent editorial 
Deardorff (2015) emphasised the need for assessment of intercultural competence to 
move beyond the use of self-report measures, and suggested a move towards the 
observations of behaviour. Through the multiple case study approach this thesis has 
contributed new understandings about how a combination of interviews, observations, 
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and document analysis can be used to explore intercultural competence in a classroom 
setting. The observation template was constructed using Deardorff’s (2004; 2006) 
elements of intercultural competence, increasing the theoretical rigour of the 
observations.  The three-week data collection period, at each case, allowed for increased 
trust between myself and the participants, and provided me with the opportunity to 
understand the observations from the educators’ perspective. The stimulated recall 
interview technique involved reading the observation to the educator then asking several 
probes (e.g., Why did you respond in that way?) to unpack their thinking and beliefs 
about intercultural practices and understandings. Two to three further questions were 
then asked based on self-authorship, which were adapted from Creamer and Laughlin 
(2005), for example, would you seek someone else’s opinion about this experience? 
(Assessed the interpersonal dimension). 
A semi-structured self-authorship interview was also conducted with each 
educator. The interview technique was similar to that used in the Wabash National 
Study (WNS) (Baxter Magolda & King, 2012a). However, rather than focusing on 
college students’ experiences as occurred in the WNS, the educators in this study were 
asked to describe an important personal experience with cultural diversity, they were 
then prompted to unpack the effect of the experience on their beliefs, identity, and 
relationships with others; allowing reflection across three dimensions of self-authorship 
As previously mentioned these interviews were particularly important as they explored 
how the educators’ made meaning of intercultural experiences, rather than assessing 
their content knowledge about intercultural competence. The semi-structured and 
responsive nature of the interviews helped to ensure that the process of meaning 
making was not lost, as might be expected with highly structured formats (Holstein & 
Gubrium, 1995). Previous research has found that self-authorship interviews not only 
explore self-authorship but can also promote its development through the reflective 
interview process (Baxter Magolda & King, 2007). In this study the interview focus on a 
significant experience with cultural diversity provided an opportunity for reflection and 
internal meaning making. The educators in this study who engaged in critical reflection 
and used their internally defined self-authored identity to make meaning were found to 
have increased intercultural competence, compared to the educators who relied on 
external sources or non-reflective meaning making structures. Further, the application 
of self-authorship theory has addressed Deardorff’s (2015) recent claim that there is a 
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need to frame intercultural competence within a more holistic lifelong learning 
perspective.  
The qualitative approach used in the thesis, although time consuming in both the 
collection and analysis of data, has important implications for research. As a result of 
the collection of data through multiple methods it became apparent that there was on 
occasion a mismatch between the intercultural practices that the educators discussed 
and the intercultural practices, or lack thereof, that were observed in the classroom. 
Stake (2006) reminds us that in constructivist case study it is seldom necessary to resolve 
all contradictions as they can increase the understanding of the research phenomenon. 
In this thesis these contradictions related to the apparent mismatch between educators’ 
discussions and practices. In line with Stake’s thinking, rather than trying to resolve this 
contradiction, it has been used to construct new understandings about early childhood 
educators’ intercultural competence in context and has pointed to the need for further 
qualitative or mixed methods research to further understand this complex phenomenon.  
7.4 IMPLICATIONS  
7.4.1 Implications for practice  
The previous section discussed the theoretical and methodological contributions 
that this thesis has for researchers in the early childhood education and intercultural 
competence fields. This section focuses on the implications of the findings of this thesis 
for early childhood educators’ practice. A focus on the implications for practice allows 
for discussion of the practical implications of the integrated framework for educators’ 
development of critical reflection, self-authorship and intercultural competence, and 
ultimately for the lives of young children in our culturally diverse society.  Although this 
thesis has contributed new understandings about early childhood educators’ self-
authorship, reflective practice, and intercultural competence, it has also raised some 
concerns about the less complex levels of reflection expressed by some of the educators 
and the lack of observations related to educators’ intercultural practice. This study 
revealed an interesting relationship between educators’ less complex levels of reflection, 
which was connected to external meaning making structures, and their more limited 
intercultural understandings. It is widely recognised that critical reflection can improve 
early childhood educators’  practice and improve outcomes for  children and families 
(MacNaughton, 2003; Siraj-Blatchford et al., 2002). This thesis argues that critical 
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reflection leading to action, may be related to educators’ intercultural practices and 
improve outcomes for culturally diverse children and their families.  
A significant implication of this thesis is the use of self-authorship theory to 
promote reflective conversations and intercultural meaning making for early childhood 
educators. This study proposes that self-authorship theory could provide a useful 
conceptual framework for intercultural competence professional learning with pre-
service and in-service early childhood educators. The term professional learning is used here 
rather than professional development to emphasise the need for ongoing learning that 
can promote changes in beliefs rather than an isolated, one off approach, which is often 
employed in professional development. This differentiation was recently discussed by 
Lunn Brownlee and colleagues (in press) who drew on the work of Knapp (2003) to 
expand the concept of professional learning to focus on learning that can change 
educators’ “attitudes, beliefs and values”. Baxter Magolda and King’s (2004) Learning 
Partnerships Model (LPM) was developed as a tool to promote meaning making and the 
development of college students’ self-authorship. Adapting this model to promote 
meaning making in intercultural contexts could provide a valuable tool to develop 
educators’ interculturally competent attitudes, beliefs, and values.  
The LPM is underpinned by a guided reflection process, which offers a holistic 
approach towards learning, as the cognitive/epistemological, affective/intrapersonal, 
and interactional/interpersonal dimensions are not separated (Baxter Magolda & King, 
2004). In a similar manner Byram (2003) stressed the holistic nature of developing 
intercultural competence stating that it involves changes not just in behaviour 
(interpersonal) but also at cognitive (epistemological) and affective (intrapersonal) levels. 
According to Baxter Magolda and King (2004) the LPM involves a partnership between 
facilitators (e.g., teacher educators and/or trainers) and learners (pre-service and/or 
practicing teachers) through the facilitation of a safe learning environment that provides 
both individual challenges and collaborative support. Previous research has indicated 
that safe and supportive learning environments can allow students to learn from their 
intercultural experiences as they feel more comfortable sharing their intercultural 
perspectives and critically examining their cultural norms and beliefs (Jackson, 2015; 
Jokikokko, 2009; King et al., 2013). Jokikokko (2009) also highlighted the importance of 
reflection at an emotional (intrapersonal) level rather than at a purely cognitive level. 
The LPM is based around three assumptions: knowledge is complex and socially 
constructed (epistemological dimension), knowledge is mutually constructed through 
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the sharing of authority and expertise (interpersonal dimension), and identity plays a 
central role in the construction of knowledge (intrapersonal dimension). The three 
assumptions highlight the interplay between the three dimensions and the central role of 
the epistemological dimension in the development of self-authorship.   
The specific role of explicit reflection in the epistemologically dimension was 
discussed by Schraw, Brownlee, and Berthelsen (2011) in the final chapter of their 
edited handbook on personal epistemology and teacher education. Schraw and 
colleagues (2011) overviewed the chapters of their book to identify potential catalysts 
for changing teachers’ personal epistemologies; they identified four components that are 
involved in changing personal epistemologies. The components included: explicit 
awareness of personal epistemological beliefs, in depth reflection with a focus on 
changing personal epistemologies, identifying discrepancies between personal 
epistemological beliefs and practices, and the integration of beliefs and practice through 
the process of calibration.  
 Individuals who are well calibrated are aware of what they do and do not know, 
and are better able to seek knowledge in areas where knowledge is uncertain 
(Cunningham, Perry, Stanovich, & Stanovich, 2004; Maggioni & Parkinson, 2008). 
Cunningham et al. (2004) refer to calibration as the relationship between teachers’ 
perception of their knowledge and actual knowledge. In a study of 722 teachers’ 
knowledge of children's literature, phoneme awareness, and phonics, Cunningham and 
colleagues (2004) found that teachers were well calibrated about their knowledge of 
children’s literature, but poorly calibrated about their knowledge of phonics and 
phoneme awareness. Cunningham and others have found that individuals are often 
poorly calibrated and tend to overestimate the accuracy of their knowledge 
(Cunningham et al., 2004; Cunningham, Zibulsky, & Callahan, 2009; Lichtenstein & 
Fischhoff, 1980). Accurate calibration is important as poor calibration can limit teachers’ 
receptivity to new knowledge, ideas, and practices (Cunningham et al., 2004), as they 
“do not always know what they do not know” (p. 162). According to Maggioni and 
Parkinson (2008) poor calibration may account for the discrepancy often found between 
teachers’ beliefs and practice. Similarly, in this current study, the mismatch between the 
educators’ intercultural attitudes and the lack of observed practices could be attributed 
to poor calibration between the educators’ intercultural attitudes (epistemological/ 
intrapersonal dimension) and their intercultural pedagogies (interpersonal dimension). 
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Calibration training, as discussed by Brownlee, Schraw, and Berthelsen (2011), 
could allow teachers to become aware of their own personal epistemologies and 
intercultural knowledge, and then reflect on the degree to which their enactment and 
knowledge of intercultural teaching practices reflect their personal epistemologies and 
intercultural knowledge. Professional learning drawing on the LPM could allow for 
explicit reflection and calibration between the three dimensions of self-authorship and 
teaching practices related to intercultural competence. For example, educators who hold 
evaluativist or ethnorelative beliefs about the constructivist nature of cultural knowledge 
and the importance of incorporating multiple worldviews could be guided to explicitly 
reflect on how they are or are not enacting these beliefs in the classroom. Conversely, 
educators who hold more ethnocentric views about culture could be guided through the 
LPM to begin to appreciate that cultural knowledge is complex and socially constructed 
through the sharing of authority and expertise (Baxter Magolda & King, 2004). 
Interestingly, M. J. Bennett (2012) has stated that individuals at the ethnocentric phase 
of minimisation often overestimate their appreciation of cultural diversity, however they 
underestimate the influence of their own cultural background. This over- and under-
estimation, about the influence and importance of cultural diversity, may indicate poor 
calibration (Goldsmith & Pillai, 2008) which could influence teachers’ ability or interest 
in acquiring new intercultural knowledge and practices. 
Research has shown that providing opportunities for explicit reflection and 
feedback can increase the accuracy of knowledge calibrations (Lichtenstein & Fischhoff, 
1980) which in turn could allow teachers to identify gaps in their intercultural knowledge 
base. As previously discussed the ability to identify gaps in one’s knowledge base is 
related to the intercultural attitudes of curiosity and discovery (Deardorff, 2004a; 
Houghton, 2014). The challenging and supportive environment provided by the LPM 
could therefore be used to guide teachers to calibrate their intercultural beliefs and 
practices which could consequently increase educators’ curiosity and desire to acquire 
new intercultural teaching practices. Accurate calibration plays in important role in 
professional learning as the ability to identify areas where knowledge is limited can 
increase teachers’ receptivity to new ideas and practices (Cunningham et al. 2004). As 
such, this thesis argues that ongoing professional learning based around the principles of 
the LPM could facilitate guided critical reflection and calibration, allowing educators to 
reconsider their perspectives and practices, and become open to differing perspectives 
and worldviews, which is foundational to intercultural competence (Deardorff, 2004a). 
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Such an approach to professional learning could promote educators’ calibration which 
could not only foster positive changes in their intercultural attitudes, beliefs, and values, 
but also in their intercultural practices with children and families.  Implementing this 
type of professional learning would be an ambitious task however in the words of 
Kegan (1994, p. 232) “This kind of learning cannot be accomplished through 
informational training, the acquisition of skills, but only through transformational 
education, a ‘leading out’ from an established habit of mind.” (Emphasis in original).   
7.4.2 Implications for policy 
As was discussed Chapters 1 and 2, in Australia the Early Years Learning 
Framework (EYLF) and the National Quality Standard (NQS) for ECEC both use the 
term cultural competence rather than the term intercultural competence which is used in this 
thesis and in the international document Intercultural Competences: Conceptual and Operational 
Framework (UNESCO, 2013). Although these terms sometimes used interchangeably, it 
is important to appreciate that the terms represent very different perspectives. A cultural 
competence perspective refers to the development of a broad set of cross-cultural skills 
and knowledge about another culture; however this understanding remains external to 
one’s own identity, and does not transform existing “practices, attitudes, beliefs, and 
worldview” (Liddicoat & Scarino, 2013, p. 29). Further, M. Miller and Petriwskyj (2013) 
contend that the EYLF’s cultural competence based framework focuses on awareness 
rather than social action. This thesis argues that the term intercultural competence is 
preferable because it reflects the development of transformational understandings about 
culture that can act to shift thinking and practices (Liddicoat, 2005; Liddicoat & Scarino, 
2013) that can ultimately improve the outcomes for the culturally diverse children. This 
perspective could have significant implications for policy development in Australia as a 
more holistic intercultural competence perspective, through the lens of self-authorship, 
could promote educators’ critical reflection (personal epistemology), social 
consciousness and action (interpersonal), and cultural self-awareness (interpersonal). 
The implementation of intercultural competence principles in Australia require a 
transformative shift in educators thinking, “not just a minor change in practices” (M. 
Miller & Petriwskyj, 2013, p. 254) that could be anticipated from a cultural competence 
perspective. 
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7.5 LIMITATIONS 
This study, through the integration of self-authorship theory and Deardorff’s 
intercultural elements, offered a new perspective on early childhood educators’ 
intercultural competence.  However, there are certain limitations, which need to be 
acknowledged. Due to the use of convenience sampling (Creswell, 2012), the educators 
in four of the five case studies were Anglo-Australian, which may have limited their 
understanding of cultural diversity to a Western perspective. This is a limitation as it 
does not address the “gap in knowledge” that exists regarding culturally diverse 
educators’ intercultural perspectives (Gay, 2015, p. 437). However, Yoo-Sun’s 
perspective as a Korean-Australian immigrant allowed for new understandings about 
how her cultural background may have related to her teaching practice and intercultural 
competence.  
The research questions that guided this study sought to understand the complex 
relationships between early childhood educators’ meaning making, intercultural 
competence, and classroom practices within the context of five diverse kindergarten 
settings. Case study research questions are not just information questions; they aim to 
uncover complex and situated knowledge within a bounded context (Stake, 2003). An 
often cited limitation of case study research is that the findings cannot be generalised to 
the wider population (Flyvbjerg, 2011). As such, the extent to which it is possible to 
discuss findings about relationships in qualitative case study could be seen as 
problematic. However, the findings (about relationships) that are discussed in this study, 
created new particular knowledge about five early childhood educators’ intercultural 
competence, rather than generalisable knowledge. Flyvbjerg (2011) has argued that 
particular case knowledge may be more valuable than the search for general knowledge, 
as “Predictive theories and universals cannot be found in the study of human affairs” (p. 
304). In addition to this, Stake and others have argued that constructivist case study 
research does not seek generalisation, but rather gives the reader further insight into the 
population of cases he or she may already know, through the production of particular 
knowledge (Stake, 1995; Stake & Kerr, 1995). Therefore, early childhood educators and 
administrators may be able to draw parallels and identify divergence with their own or 
others’ early childhood service. In spite of the potential limitations of a small sample 
size, qualitative research provides a useful way to better understand personal 
epistemologies as it can provide rich descriptions of educators’ reasoning about 
knowledge and knowing (Alexander, Maggioni, & VanSledright, 2009).  
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Finally, there were two further limitations in terms of data collection. First, the 
degree of specificity (Fives & Buehl, 2012) in the observation template may not have 
adequately captured the educators’ less explicit intercultural practices. Second, the 
interviews with participants, who were busy educators and directors, were on occasion 
problematic. Individual interviews allow for spontaneous responses from participants 
which is often seen as a strength of this approach, however this can also limit the 
opportunity for deep reflection (Opdenakker, 2006). As was discussed in Section 6.2.2, 
it was at times difficult to ascertain if educators were engaging in lower levels of 
reflection or if they simply had difficulty articulating their beliefs given the time 
constraints and pressure they may have experienced during the interview. The “thick 
description” (Stake, 2003, p. 140) presented in the case studies takes these issues into 
consideration, as it is important to remember that “we cannot lift the results of 
interviewing out of the contexts in which they were gathered and claim them as 
objective data with no strings attached” (Fontana & Frey, 2000, p. 663). 
7.6 FUTURE DIRECTIONS 
The contributions and implications of this study indicate a number of possible 
opportunities for future research that would continue to explore early childhood 
educators’ intercultural competence. Further research that examines intercultural 
competence through the lens of self-authorship could allow for a more nuanced 
understanding of how the two constructs are related. Suggestions for future research 
directions include: 
 Using the Learning Partnership Model and existing research on calibration 
training to develop an intercultural competence professional learning program 
for pre-service or in-service early childhood educators. Researching this 
approach through data collection at multiple stages (i.e., reflective interviews 
before and after the program) could allow further understandings about the 
relationship between self-authorship, interculturally competent beliefs and 
practices, and calibration. 
 Refining the observation template and stimulated recall interview technique to 
gain a deeper understanding of the apparent mismatch between the educators’ 
beliefs about intercultural practice that were expressed in the interviews and 
the observations of the educators’ practice. 
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 Recruitment of a more culturally diverse sample to better understand 
intercultural competence and self-authorship from a non-Western perspective. 
 And finally, further research needs to be undertaken to explore how the 
relationships between early childhood educators and their directors, may 
influence self-authorship and, in turn, intercultural competence. 
7.7 CONCLUSIONS 
As early childhood services in Australia, and around the world, continue to 
become more complex and culturally diverse, it is clear that the existing skills-based 
cultural competence framework may not adequately prepare educators for the types of 
challenges they can be expected to face. Through a social constructivist perspective this 
thesis has challenged the existing framework and stressed the need for a focus on self-
authorship and intercultural competence. This perspective has allowed for a detailed 
investigation of how educators’ self-authorship, evident by their beliefs about 
knowledge, social relationships, and identity, related to the way they make meaning of 
their experiences in culturally diverse social contexts. The findings of this study 
suggested that critical reflection and internal meaning making, as part of a self-authored 
identity, related to early childhood educators’ intercultural competence. Although this 
relationship did not appear to influence the educators’ intercultural practice, that was 
observed during this study, the mismatch between beliefs and practice highlighted the 
need for pre-service and in-service professional learning that focuses on calibrating 
educators’ intercultural knowledge, beliefs, and practice. In spite of the limited 
observations of educators’ intercultural practices, this thesis argues that the 
development of self-authorship is important as it relates to educators’ interculturally 
competent beliefs and attitudes that lay the foundation for future calibration and 
enactment of interculturally competent practices (M. J. Bennett, 2004; Deardorff, 2004a; 
Okayama et al., 2001). Therefore, the integrated framework presented in this thesis 
provides a new and significant way to conceptualise how early childhood educators’ can 
meet the challenging responsibilities of improving the outcomes for culturally diverse 
children and ensuring respect for diversity in society’s youngest citizens.  
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 Appendix B
Deardorff’s (2004a) 22 Elements of Intercultural Competence 
SPECIFIC ELEMENTS OF INTERCULTURAL COMPETENCE 
Accept Reject Item 
20 0 1. Understanding others’ world views 
19 1 2. Cultural self-awareness & capacity for self-assessment 
19 1 3. Adaptability - adjustment to new cultural environment 
19 1 4. Skills to listen & observe 
19 1 5. General openness toward intercultural learning  
19 1 6. Ability to adapt to varying communication & learning styles 
18 2 7. Flexibility 
18 2 8. Skills to analyze, interpret, & relate 
18 2 9.  Tolerating & engaging ambiguity 
18 2 10. Deep knowledge & understanding of culture (own & others’) 
18 2 11. Respect for other cultures 
17 3 12. Cross-cultural empathy 
17 3 13. Understanding the value of cultural diversity 
17 3 14. Understanding of role & impact of culture  
17 3 15. Cognitive flexibility – ability to switch frames  
17 3 16. Sociolinguistic competence  
17 3 17. Mindfulness 
16 4 18.Withholding judgment 
16 4 19. Curiosity & discovery 
16 4 20. Learning through interaction 
16 4 21. Ethnorelative view 
16 4 22. Culture-specific knowledge 
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 Appendix C
Participant Recruitment and Consent 
 
Subject Title:  Invitation to participate in research 
 
Dear (Director’s name) 
 
My name is Julia Mascadri from the School of Early Childhood at Queensland 
University of Technology. I am doing a PhD study exploring early childhood educators’ 
intercultural practices in kindergarten settings. I am currently inviting early childhood 
services and educators to participate in this project and would really welcome (Early 
childhood service name) and your kindergarten teacher becoming involved. This study 
has been approved by the QUT Human Research Ethics Committee (approval number 
1300000725). 
 
As the early childhood director your consent would be required to enter the 
kindergarten and obtain policy, philosophy and other documents related to intercultural 
practices kindergarten for subsequent analysis. The kindergarten teacher’s participation 
in the project would involve a 45-minute individual interview, and field note 
observations of their everyday practice over a three-week period. The observations 
would be followed by four to six 10-15 minute interviews to discuss key observations. 
All interviews will be conducted at a convenient time for the teachers (e.g. during the 
children’s rest period).  This study has designed with consideration for teachers’ busy 
schedules and aims to be as unobtrusive as possible.  
 
Please view the attached Director Information/Consent Sheet for further details on the 
study and how your service can participate. If you are interested in participating please 
pass the attached Educator Information/Consent Sheet onto the kindergarten teacher 
for their consideration. 
 
I would greatly appreciate (Early childhood service name’s) participation in this 
important project. I will call you tomorrow to give you some further information and 
answer any questions you may have.  Thank you for taking the time to consider this 
project and I look forward to talking with you soon.  
 
Sincerely, 
 
Julia Mascadri 
PhD Student  
School of Early Childhood 
Queensland University of Technology 
Email: julia.mascadri@qut.edu.au 
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PARTICIPANT INFORMATION FOR QUT 
RESEARCH PROJECT 
– Director – 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM   
Principal Researcher:  
Research Supervisor: 
Julia Mascadri, PhD  student, QUT 
Associate Professor Susan Walker, QUT 
DESCRIPTION 
This project is being undertaken as part of PhD study for Julia Mascadri from the School of Early 
Childhood at QUT.  
 
The purpose of this project is to investigate early childhood educators’ intercultural practices in 
kindergarten settings. This project aims to explore the contextual factors relating to this complex and 
important practice in early childhood education. Contextual factors are anticipated to include individual 
educators’ own cultural backgrounds and experiences with cultural diversity, as well as early childhood 
services’ policies and philosophies. Interviews, observations and document analysis will be conducted 
across five early childhood services to allow for a diverse understanding of early childhood educators’ 
complex intercultural practice.  Your kindergarten is invited to participate in this project because this 
study seeks to explore early childhood educators’ own perspectives and experiences working within 
diverse kindergartens.  
 
PARTICIPATION 
The focus of the research is on how early childhood educators approach teaching and learning about 
cultural diversity. Your participation in this project is voluntary. If you do agree to participate, you can 
withdraw from participation at any time during the project without comment or penalty. Your decision to 
participate will in no way impact upon your current or future relationship with QUT. As the early 
childhood director your consent is required to enter the kindergarten and obtain policy, philosophy and 
other documents related to intercultural practices kindergarten for subsequent analysis.  
 
The principal researcher (a registered kindergarten teacher) will visit the kindergarten classroom for 2-4 
hours each day over a three-week period, to observe the kindergarten teacher’s daily practice and 
classroom environment. Handwritten field note observations will be used to record events related to 
intercultural practices as they naturally unfold. Kindergarten teachers’ participation in the project will 
involve a 45-minute individual interview and four to six 10 to 15 minute interviews over the three week 
period to discuss key observations. All interviews will be audio-taped and conducted at a convenient time 
(i.e. during the children’s rest period).  This study has been designed with consideration for kindergarten 
teachers’ busy schedules and aims to be as unobtrusive as possible (For further details please see the 
attached Educator information form). The focus of the research is on what early childhood educators 
think regarding teaching and learning about cultural diversity, and how this comes across in a kindergarten 
setting. There are no ‘right’ answers. 
 
EXPECTED BENEFITS 
It is expected that this project will not benefit you directly. However, the information gathered in this 
study may be used to inform in-service and pre-service teacher education by enabling policy makers and 
teacher educators to draw on new knowledge regarding the ways in which intercultural competence can 
be enacted in early childhood classrooms.   
 
RISKS 
There are only minor risks associated with participation in this research study, other than day-to-day 
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classroom activities. The minimal risks associated with your participation in this project consist of the 
inconvenience of a researcher being present in the kindergarten. To overcome this inconvenience hand 
written observations will be used and notes will be sent home with children to obtain informed consent 
from their parents/carers, ensuring they are aware of the details of the research project. The notes will 
explain that children’s participation will be limited to observations of their daily activities at kindergarten, 
and provide information about the researcher’s background as a kindergarten teacher with a current 
"Positive Notice Blue Card" issued from the Commission for Children, Young People and Child 
Guardian.  
 
PRIVACY AND CONFIDENTIALITY 
All comments, responses, observations and documentation will be treated confidentially. The identity of 
the early childhood service, staff and children will be protected in all published work. Kindergarten 
teachers will be provided with de-identified copies of the interview transcripts to allow an opportunity to 
verify their comments and responses prior to final inclusion. All audiotapes, observations, documents and 
transcripts will be stored in a lockable filing cabinet to which only the research team will have access. 
After five years, these will be destroyed. Real names will not be used in any publication or research 
reports. Please note that non-identifiable data collected in this project may be used as comparative data in 
future projects. 
 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate and ask you to please pass on the educator information package to a kindergarten 
teacher. 
 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 
 
Julia Mascadri – PhD  Student A/Prof Sue Walker –Supervisor 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
Email  julia.mascadri@qut.edu.au Phone 07 3138 3195 
  Email sue.walker@qut.edu.au 
 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you do 
have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 07 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics 
Unit is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. 
 
Thank you for helping with this research project.  Please keep this sheet for your information. 
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CONSENT FORM FOR QUT RESEARCH 
PROJECT 
– Director– 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM CONTACTS  
Julia Mascadri – PhD Student A/Prof Sue Walker –Supervisor 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
Email julia.mascadri@qut.edu.au Phone 07 3138 3195 
  Email sue.walker@qut.edu.au 
STATEMENT OF CONSENT 
By signing below, you are indicating that you: 
• Have read and understood the information document regarding this project. 
• Have had any questions answered to your satisfaction. 
• Understand that if you have any additional questions you can contact the research 
team. 
• Understand that you are free to withdraw at any time, without comment or penalty. 
• Understand that you can contact the Research Ethics Unit on 07 3138 5123 or 
email ethicscontact@qut.edu.au if you have concerns about the ethical conduct of 
the project. 
• Understand that the project will include an audio recording, field note observations 
and the collection of documents. 
• Understand the early childhood service, classroom, teacher and children will not be 
identified in any reporting of the research findings. 
• Understand that non-identifiable data collected in this project may be used for 
educational and research purposes. 
• Agree to participate in the project and provide copies of centre policies, philosophy 
and other documents relating to intercultural practices. 
Name  
Signature  
Date   
 
Please return this sheet to the investigator. 
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PARTICIPANT INFORMATION FOR QUT 
RESEARCH PROJECT 
– Educator Interview and Observation – 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM   
Principal Researcher:  
Research Supervisor: 
Julia Mascadri, PhD  student, QUT 
Associate Professor Susan Walker, QUT 
DESCRIPTION 
This project is being undertaken as part of PhD study for Julia Mascadri from the School of Early 
Childhood at QUT.  
 
The purpose of this project is to investigate early childhood educators’ intercultural practices in 
kindergarten settings. This project aims to explore the contextual factors relating to this complex and 
important practice in early childhood education. Contextual factors are anticipated to include individual 
educators’ own cultural backgrounds and experiences with cultural diversity, as well as early childhood 
services’ policies and philosophies. Interviews, observations and document analysis will be conducted 
across five early childhood services to allow for a diverse understanding of early childhood educators’ 
complex intercultural practice.  You are invited to participate in this project because this study seeks to 
explore early childhood educators’ own perspectives and experiences working within diverse 
kindergartens.  
PARTICIPATION 
Your participation in the project will involve a 45-minute individual interview and four to six 10 to 15 
minute interviews over a three week period to discuss key observations. The principal researcher (a 
registered kindergarten teacher) will visit your classroom for 2-4 hours each day over the three week 
period, to observe your daily practice and classroom environment. Handwritten field note observations 
will be used to record events related to intercultural practices as they naturally unfold. Policy and 
philosophy documents will be collected from your kindergarten for subsequent analysis. All interviews 
will be audio-taped and conducted at a convenient time for you (e.g. during the children’s rest period).  
This study has been designed with consideration for your busy schedule and aims to be as unobtrusive as 
possible. The first interview will be focused on your own experiences with cultural diversity and your 
beliefs about important aspects in teaching and learning about cultural diversity. Interview questions will 
include; 
• Can you tell me about an important personal experience you have had with cultural 
diversity?  
• Why was this experience important? 
• How did you make sense of this experience? 
• How do you think children learn about cultural diversity? 
Stimulated recall interview questions will include; 
• While I was in the classroom I observed … could you tell me more about this? 
• Do you remember what were you thinking in this moment? 
Your participation in this project is voluntary. If you do agree to participate, you can withdraw from 
participation at any time during the project without comment or penalty. Your decision to participate will 
in no way impact upon your current or future relationship with QUT. It is important to note that the 
observations and interviews are not an evaluation of your practice. The focus of the research is on what 
you think regarding teaching and learning about cultural diversity and how this comes across in a 
kindergarten setting. There are no ‘right’ answers. 
EXPECTED BENEFITS 
It is expected that this project will not benefit you directly. However, the information gathered in this 
study may be used to inform in-service and pre-service teacher education by enabling policy makers and 
teacher educators to draw on new knowledge regarding the ways in which intercultural competence can 
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be enacted in early childhood classrooms.   
RISKS 
There are only minor risks associated with participation in this research study, other than day-to-day 
classroom activities. The minimal risks associated with your participation in this project consist of the 
inconvenience and potential discomfort of an interview. To manage this inconvenience the interviews will 
take place at a convenient time and location, to allow flexibility surrounding your availability. To minimise 
potential discomfort the researcher will not probe for responses that cause distress and you will be able to 
stop the interview at any time. To minimise the inconvenience of a researcher being present in the 
classroom hand written observations will be used and notes will be sent home with children to obtain 
informed consent from their parents/carers, ensuring they are aware of the details of the research project. 
The notes will explain that children’s participation will be limited to observations of their daily activities at 
kindergarten, and provide information about the researcher’s background as a kindergarten teacher with a 
current "Positive Notice Blue Card" issued from the Commission for Children, Young People and Child 
Guardian. 
PRIVACY AND CONFIDENTIALITY 
All comments, responses, observations and documentation will be treated confidentially. The identity of 
the early childhood service, staff and children will be protected in all published work. De-identified copies 
of the interview transcripts will be provided to allow you an opportunity to verify your comments and 
responses prior to final inclusion. All audiotapes, observations, documents and transcripts will be stored 
in a lockable filing cabinet to which only the research team will have access. After five years, these will be 
destroyed. Real names will not be used in any publication or research reports, and you may request to 
receive copies of any future publications from this project.  Please note that non-identifiable data 
collected in this project may be used as comparative data in future projects. 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 
 
Julia Mascadri – PhD  Student A/Prof Sue Walker –Supervisor 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
Email  julia.mascadri@qut.edu.au Phone 07 3138 3195 
  Email sue.walker@qut.edu.au 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you do 
have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 07 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics 
Unit is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. 
Thank you for helping with this research project.  Please keep this sheet for your information. 
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CONSENT FORM FOR QUT RESEARCH 
PROJECT 
– Educator Interview and Observation– 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM CONTACTS  
Julia Mascadri – PhD Student A/Prof Sue Walker –Supervisor 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
Email julia.mascadri@qut.edu.au Phone 07 3138 3195 
  Email sue.walker@qut.edu.au 
STATEMENT OF CONSENT 
By signing below, you are indicating that you: 
• Have read and understood the information document regarding this project. 
• Have had any questions answered to your satisfaction. 
• Understand that if you have any additional questions you can contact the research 
team. 
• Understand that you are free to withdraw at any time, without comment or penalty. 
• Understand that you can contact the Research Ethics Unit on 07 3138 5123 or 
email ethicscontact@qut.edu.au if you have concerns about the ethical conduct of 
the project. 
• Understand that the project will include an audio recording, field note observations 
and the collection of documents. 
• Understand the early childhood service, classroom, teacher and children will not be 
identified in any reporting of the research findings. 
• Understand that non-identifiable data collected in this project may be used for 
educational and research purposes. 
• Agree to participate in the project. 
 
Name  
Signature  
Date   
 
Please return this sheet to the investigator. 
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PARTICIPANT INFORMATION FOR QUT 
RESEARCH PROJECT 
– Parent and Child – 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM   
Principal Researcher:  
Research Supervisor: 
Julia Mascadri, PhD  student, QUT 
Professor Joanne Lunn, QUT 
RESEARCH DATES  
[Enter specific data collection dates] 
DESCRIPTION 
This project is being undertaken as part of PhD study for Julia Mascadri from the School of Early 
Childhood at QUT.  
 
The purpose of this project is to investigate early childhood educators’ intercultural practices in 
kindergarten settings. This project aims to explore the contextual factors relating to this complex and 
important practice in early childhood education. Contextual factors are anticipated to include individual 
educators’ own cultural backgrounds and experiences with cultural diversity, as well as early childhood 
services’ policies and philosophies. Interviews, observations and document analysis will be conducted 
across five early childhood services to allow for a diverse understanding of early childhood educators’ 
complex intercultural practice.  You are invited to participate in this project as your child’s kindergarten 
teacher and director have given their consent to participate.  
 
PARTICIPATION 
The key participants in this research project are kindergarten teachers. However in order to gain a rich 
understanding of teachers’ intercultural practices, classroom observations will be used to document their 
daily practice. The principal researcher (a registered kindergarten teacher) will visit the kindergarten 
classroom for 2-4 hours each day over a three-week period, to observe daily practice and the classroom 
environment. Handwritten field note observations will be used to record events related to intercultural 
practices as they naturally unfold. Policy and philosophy documents will be collected from the 
kindergarten for subsequent analysis.  
 
Although your child will not be a key participant in this research project, their actions will be observed 
and may be used as stimulus for the interview with the teacher. Your child’s participation in this project is 
voluntary and will be limited to observations of their daily activities at kindergarten. If you do agree to 
participate, you can withdraw from participation at any time during the project without comment or 
penalty. Your decision to participate will in no way impact upon your current or future relationship with 
QUT.  
 
EXPECTED BENEFITS 
It is expected that this project will not benefit you directly. However, the information gathered in this 
study may be used to inform in-service and pre-service teacher education by enabling policy makers and 
teacher educators to draw on new knowledge regarding the ways in which intercultural competence can 
be enacted in early childhood classrooms.   
 
RISKS 
There are only minor risks associated with participation in this research study, other than day-to-day 
classroom activities. To minimise the inconvenience of a researcher being present in the classroom hand 
written observations will be used and no photographs or recordings will be taken of the children. The 
principal researcher is an experienced early childhood educator and holds a "Positive Notice Blue Cards" 
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issued from the Commission for Children, Young People and Child Guardian.  
 
PRIVACY AND CONFIDENTIALITY 
All comments, responses, observations and documentation will be treated confidentially. Pseudonyms will 
be used to protect the identity of the early childhood service, staff and children in all published work. All 
data will be stored in a lockable filing cabinet to which only the research team will have access. After five 
years, the data will be destroyed. Real names will not be used in any publication or research reports. Please 
note that non-identifiable data collected in this project may be used as comparative data in future projects. 
 
CONSENT TO PARTICIPATE 
To indicate your willingness to participate in this project, please complete the consent form at the end of 
this information package. Please discuss this project with your child, and if they want to take part, help 
them to complete their own consent form, by colouring in the smiley face. If you and your child do agree 
to participate, please complete the attached socio-demographic questionnaire and return it along with the 
consent forms to your child’s teacher. 
 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 
 
Julia Mascadri – PhD  Student Prof Joanne Lunn –Supervisor  
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology  
Email  julia.mascadri@qut.edu.au Phone 07 3138 3333  
  Email   j.lunn@qut.edu.au  
 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you do 
have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 07 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics 
Unit is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. 
 
Thank you for helping with this research project.  Please keep this sheet for your information. 
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CONSENT FORM FOR QUT RESEARCH 
PROJECT 
– Parent & Child– 
Early Childhood Educators’ Intercultural Practices: A Multiple Case 
Study 
QUT Ethics Approval Number 1300000725 
RESEARCH TEAM CONTACTS  
Julia Mascadri – PhD Student Prof Joanne Lunn –  Supervisor  
School of Early Childhood, Faculty of Education 
Queensland University of Technology 
School of Early Childhood, Faculty of Education 
Queensland University of Technology  
Email julia.mascadri@qut.edu.au Phone 07 3138 3333  
  Email   j.lunn@qut.edu.au  
STATEMENT OF CONSENT 
By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 
 Have had any questions answered to your satisfaction. 
 Understand that if you have any additional questions you can contact the research team. 
 Have discussed the project with your child. 
 Understand that you and your child are free to withdraw from the study at any time, without 
comment or penalty. 
 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 
 Understand the project will include hand written observations of classroom activities and the 
collection of demographic information. 
 Understand the early childhood service, kindergarten, teacher and children will not be identified in 
any reporting of the research findings. 
 Understand that the information collected will be used only for educational and research purposes. 
 Agree for your child to participate in the project. 
 
Parent/Guardian name: ……………………………………………………………………………… 
Signature:…………………………………………………………………………………… 
Date:……………………………………….. 
Name of child:  
Statement of consent for children 
 
Your parent or guardian has said that it is OK for you to be involved in this research project. By drawing 
or colouring on a face below you are showing that the project has been discussed with you and you are 
happy to be part of the project. 
       
  
Appendices 291 
 Appendix D
Observation Templates 
Structured Observation Template 
Case Code:  
Date: Time: 
Observation type: Explicit teaching               Interaction                          Resource  
Context/Details: (i.e. Who is involved? Where is the resource displayed?) 
 
 
 
 
 
How is the educator/resource fostering children’s respect for cultural diversity? 
How is the educator promoting/enacting intercultural competence? 
 
 
 
 
 
 
 
What questions need to be asked to unpack this observation? 
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Direct Quotes: 
 
 
 
 
 
Notes/Reflections: 
 
 
 
 
 
 
 
 
 
Deardorff’s intercultural elements 
 
 Understand others’ 
worldview 
 Culture self-awareness 
and capacity for self-
assessment 
 Adaptability and 
adjustment to new 
cultural environment 
 Skills to listen and 
observe 
 General openness toward 
intercultural learning and 
the people from other 
cultures 
 Ability to adapt to 
varying intercultural 
communication and 
learning styles 
 Flexibility 
 Skills to analyse, interpret 
and relate 
 Tolerating and engaging 
ambiguity 
 Respect for other cultures 
 Cross-cultural empathy 
 Understanding the value 
of culture diversity 
 Understanding of the role 
and impact of culture and 
the impact of situational, 
social and historical 
contexts involved 
 Sociolinguistic 
competence  
 Mindfulness 
 Withholding judgment 
 Curiosity and discovery 
 Learning through 
interaction 
 Ethnorelative view 
 22.Culture specific 
knowledge and 
understanding host 
culture’s tradition  
 Deep knowledge and 
understanding of culture 
(one’s own and others’) 
 Cognitive flexibility 
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Unstructured Observation Template 
Case Code:  
Date: Time: 
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 Appendix E
Interview Schedules 
Scenario Interview 
R
a
ti
o
n
a
le
 
The scenario interview aims to introduce the research topic and build rapport with the 
participants in a non-confrontational manner, allowing them to engage with a 
concrete example of intercultural issues in early childhood education. Research using 
an embedded scenario has been found to help participants relate to the research 
problem, and engage in deeper discussion of their views (Brownlee et al., 2010; Nist 
& Holschuh, 2005). The questions then aim to unpack the participants’ beliefs and 
views regarding cultural diversity and intercultural practices, and allow for an 
exploration of the three dimensions of self-authorship (Creamer & Laughlin, 2005). 
S
c
e
n
a
ri
o
 
Thank you for agreeing to talk to me and allowing me into your classroom. We are going to talk 
about your beliefs regarding cultural diversity in the kindergarten classroom. I just want to remind 
you there are no right or wrong answers, I am just interested in your views and of course all your 
responses will be de-identified to maintain anonymity. We are going to start with the following 
scenario: 
 
Rani has recently enrolled her four-year old daughter Alia into a kindergarten program. During an 
orientation visit she discovers that the children are encouraged to be independent and self-sufficient 
during meal times. For Rani, it is important that Alia is spoon-fed by her carers, as this is how meal 
times occur at home. The teacher in the kindergarten has an understanding that the National 
Quality Framework encourages children to take increasing responsibility for their health and 
wellbeing. This overlaps with the teacher’s personal philosophy that children at this age should be 
encouraged to become independent and autonomous. From this perspective, Rani’s request that they 
feed Alia may become problematic. 
Q
u
e
st
io
n
s 
 What would you do in this situation? Why? 
 Do you think there is a right answer to this situation? (Epistemological) 
 How would you gain more information/knowledge about this situation? 
(Epistemological) 
 Would you seek out someone else’s opinion about this experience? 
(Interpersonal) 
 If this new knowledge or opinion conflicted with your personal beliefs, how 
would you resolve this tension? (Intrapersonal) 
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Intercultural/Self-Authorship Interview 
 Rationale Questions 
In
tr
o
d
u
c
ti
o
n
 
Introduction questions allow for 
an understanding of participants’ 
own sense of cultural 
awareness/identity, beliefs and 
views regarding cultural diversity 
and intercultural practices 
contextual/personal factors 
relating to their intercultural 
understandings and practices. 
How would you describe the cultural 
backgrounds of the children in your class? 
 What does cultural diversity mean to you? 
 
How would you describe your own cultural 
background? 
In
te
rc
u
lt
u
ra
l 
P
ra
ct
ic
e
s 
Questions about children’s 
learning aim to investigate 
participants’ personal beliefs about 
intercultural -knowledge, skills, 
practices and pedagogies. Previous 
research has suggested consistency 
between educators’ sophisticated 
personal epistemologies and 
constructivist teaching practices 
(Muis, 2004; Yang, Chang, & Hsu, 
2008), 2004). 
How do you think children learn about 
cultural diversity? 
 What is your role in this learning? 
 What is the child’s role in this learning? 
 Can you think of an experience you have had 
with a child where you noticed that he or she 
had learnt something about cultural diversity? 
 How do you know when a child has learnt 
something? 
 Can you think of a time when you thought 
differently about children’s learning?  
 Why do you think you have changed your 
beliefs? 
S
e
lf
-A
u
th
o
rs
h
ip
 
Participants’ description of an 
important experience with cultural 
diversity, will allow for 
understanding regarding their 
meaning making structures, and 
integrates the three dimensions of 
self-authorship (Baxter Magolda & 
King, 2012). 
Can you tell me about an important personal 
experience you have had with cultural 
diversity?   
 Why was this experience important? 
 How did it affect you?  
o Your beliefs? (Intrapersonal) 
o The way you see yourself? 
(Intrapersonal) 
o The way you form relationships with 
others? (Interpersonal) 
 How did you make sense of this experience? 
(Meaning making) 
 What challenges did you face? 
 What resources/support systems (sources of 
knowledge) did you use in this experience? 
(Epistemological) 
 How would you gain more knowledge about 
this experience? (Epistemological) 
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S
u
m
m
a
ri
si
n
g
 The summarising questions allow 
the participant to reflect on their 
personal experience and explore 
their process of meaning making 
(Baxter Magolda & King, 2012) 
What insight have you taken away from this 
experience? 
 What issues did the experience raise? 
o Personal? 
o Work related? 
 In what ways did this experience shape you 
future practice? 
 
Stimulated Recall Interview 
 Rationale Questions 
O
b
se
rv
a
ti
o
n
 Stimulated recall interviews give a 
voice to the participants (Dempsey, 
2010), to allow for insights into how 
and why they go about everyday 
experiences related to intercultural 
practices. 
 While I was in the classroom I observed … 
could you tell me more about this? 
 Do you remember what were you thinking 
in this moment?  
P
ro
b
e
s 
Probes will be selected from the examples below to suit the observation and unpack the various 
dimensions of self-authorship and meaning making. A selection of 2-3 probes will be used in each 
interview to limit the time to 10-15 minutes. 
Meaning making probes aim to 
unpack participants thinking and 
decision making with regards to 
intercultural practices and 
understandings. 
 How did you make sense of this 
experience? 
 Why did you respond in that way? 
 In what way would you have changed the 
outcome of this experience/event? 
Personal epistemology probes aim 
to explore participants’ views about 
knowledge and how knowing and 
their justifications for valuing sources 
of knowledge (Creamer & Laughlin, 
2005). 
 What challenges did you face? 
 How would you gain more knowledge 
about such challenges? 
 What sources would you use? 
 
Intrapersonal probes aim to explore 
how participants resolve competing 
views using their own personal 
philosophy (Creamer & Laughlin, 
2005). 
 If someone you trusted had a different 
view on how you should have responded 
to this situation, how would you handle 
these differing viewpoints? 
Interpersonal questions aim to 
explore participants’ communication 
and collaboration with children, 
families and colleagues (Creamer & 
Laughlin, 2005). 
 Would you seek someone else’s opinion 
about this experience? 
 Would you trust their opinion? Why? 
 How would you use their opinion? 
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